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Tuhinga Whakarāpopoto/Abstract  
Te reo Māori is the indigenous language of Aotearoa New Zealand and was recognised as an 
official language in 1987. It is a vital part of Māori culture and a defining feature of New 
Zealand’s education system. Although there have been many te reo Māori revitalisation 
programmes such as kōhanga reo, kura kaupapa Māori and Te Ataarangi, the number of te reo 
Māori speakers nationally are declining. At the same time, there is a big push by the Ministry 
of Education and several political parties for a stronger emphasis of the learning of te reo Māori 
in schools for all students. There are currently 18,053 Māori secondary school students learning 
te reo Māori at different immersion levels. As a treaty partner, non-Māori students should be 
learning te reo Māori at school. However, the latest data shows only 3,683 non-Māori secondary 
school students are learning te reo Māori. There appears to be no academic research exploring 
the motivations, attitudes, and learning experiences of non-Māori secondary school students 
learning te reo Māori in English-medium schools. This research used a kaupapa Māori 
methodological approach to explore the main research questions: 1) what are the motivations 
of non-Māori secondary school students learning te reo Māori? 2) what are the attitudes of non-
Māori secondary school students learning te reo Māori? and 3) what are the learning 
experiences of non-Māori secondary school students learning te reo Māori? 
This qualitative study identified and examined factors that influence non-Māori students to 
learn te reo Māori and describes their learning experiences. Six non-Māori secondary school 
students (three male and three female students) learning te reo Māori from an urban school in 
Auckland of various ethnicities and age groups participated in this research. Data was gathered 
through photovoice in combination with semi-structured individual and group interviews. The 
interviews were transcribed, coded, and analysed in line with the main research questions using 
a general inductive approach.  
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The findings of the study showed that integrative motivation played a key role for the non-
Māori students to learn te reo Māori. Analyses of the responses by the students that opted to 
learn te reo Māori showed that they wanted to further their knowledge and understanding of te 
ao Māori and that they could achieve this through learning te reo Māori. The students had 
mostly overwhelmingly positive attitudes towards te reo Māori and described encouraging 
experiences and strong relationships towards their Māori student peers, whānau, and school 
leaders and teachers as contributing factors to their learning of te reo Māori. There was also a 
strong correlation between the value of te reo Māori and a New Zealand identity.  
This study offers important insights relevant to the ongoing revitalisation of te reo Māori and 
other indigenous language revitalisation programmes, especially those based in secondary 
schools. The study highlighted the role of non-indigenous language learners and their 
contribution to the revitalisation of indigenous languages. 
The recommendations from this study includes the strong promotion and support for te reo 
Māori and tikanga Māori in the wider school culture, authentic learning opportunities in te ao 
Māori such as school marae experiences and school trips, and strengthening relationships 
between non-Māori students with their Māori peers, teachers, school leaders, and whānau.  
Keywords: Kaupapa Māori, te reo Māori, indigenous education, language revitalisation, 
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Ko te whakamahinga o te reo Māori i tēnei tuhinga whakapae/ 
The use of te reo Māori in this thesis  
The learning of te reo Māori is the main focus of this research, and therefore te reo Māori is 
frequently used throughout the thesis. All te reo Māori terms used in this thesis have an English 
language translation in brackets after the first time the te reo Māori term occurs. Te reo Māori 
words are also listed in the glossary on the following page with the English definitions for those 
readers who may not have an understanding of te reo Māori. Most of the translations are of my 
own with other English translations from Te Aka Māori–English Dictionary Online (Moorfield, 
2019). Macrons are used on Māori words and are the only accent required in written te reo 
Māori. These are small, horizontal lines above vowels that are used to indicate a longer sound 






Māori language term    Meaning in the context of this thesis  
Āhuatanga ako    Circumstances of learning 
Āta      Growing respectful relationships  
Āta whakarongo    Listen carefully  
Ako       To learn, to teach, reciprocal learning  
Aotearoa     New Zealand  
Aroha      Love 
Haka       Māori cultural dance  
Haka Pōwhiri     Welcoming ceremonial dance  
Hākari      Feast 
Hapū      Sub-tribe 
Iwi       Māori tribe 
Kairangi     Excellence 
Kaitiaki     Guardians  
Kaitiakitanga     Guardianship 
Kapa Haka     Māori cultural performance 
Karakia     Prayer, ritual chant  
Kaumātua     Elder, elderly man, elderly woman 
Kaupapa Māori    Māori approach, Māori agenda, Māori ideology 
Kawa      Customs of the Marae 
Kīngitanga     Māori King Movement  
Koha      Gift 
Kōhanga Reo     Māori language preschool 
Kōrero nehe      Ancient history  
Kotahitanga     Oneness 
Kura kaupapa Māori    Māori language immersion school 
Mahi tahi     Working together 
Maihi      Bargeboards of a marae 
Mana       Prestige, respect, authority 
xiii 
Mana whenua Indigenous people (Māori) who have historic and 
territorial rights over the land 
Manaaki manuhiri Looking after guests  
Manaakitanga     Hospitality, generosity, kindness 
Māori      Indigenous New Zealander 
Marae Meeting grounds complex for Māori 
communities  
Mātāwaka Māori who do not originate from the area they 
reside in  
Mātua      Parents 
Mauri      Life force  
Mōhiotanga     Knowledge  
Mokopuna     Grandchildren  
Mōteatea     Chant 
Ngā iwi     The people 
Ngā Tama Toa Māori activist group that operated throughout the 
1970s to promote Māori rights 
Ngā tino uaratanga    Long term outcomes 
Ora      Health, wellbeing  
Pākehā Non-Māori usually referring to European New 
Zealanders 
Patu      Short club 
Pepeha      Tribal saying  
Pono      Integrity, truth 
Pōwhiri/Pōhiri Welcoming ceremony usually for new visitors to 
the marae 
Pūrākau     Stories 
Rangatahi     Youth, young person  
Rēkohu     Chatham Islands  
Taha Tinana     Physical dimension 
Taha Wariua     Spiritual dimension  
Tāhuhu     Ridge pole of the wharenui  
Tangihanga     Funeral 
Taonga     Prized possession  
xiv 
Taonga tuku iho Cultural aspirations; Something special handed 
down 
Tapu Sacred 
Tau mai te reo  Ministry of Education’s Māori language in 
education strategy  
Taura Whiri i te reo Māori    Māori Language Commission  
Te Aho Arataki Marau Māori language curriculum for English-medium 
schools  
Te Aho Matua o ngā Kura kaupapa Māori  Governing principles for Māori immersion 
schools 
Te Ao Māori      Māori worldview  
Te Aho o Te Kura Pounamu   New Zealand Correspondence School  
Te Ataarangi A method of teaching the Māori language using 
coloured rods 
Te Ika-a -Māui    North Island of New Zealand 
Te ira tangata     Human essence 
Te kete aronui     Basket of aroha, peace and the arts and crafts 
Te kete tuatea     Basket of ancestral knowledge 
Te kete tuauri  Baskets of the creation of the natural world and 
the patterns of energy 
Te Mātāwai Independent statutory body that promotes the 
wellbeing of te reo Māori  
Te Puni Kōkiri    Ministry of Māori Development 
Te reo      The language 
Te reo Māori      The Māori language 
Te Tiriti o Waitangi    The Treaty of Waitangi 
Te Wai Pounamu    South Island of New Zealand  
Te Wiki o te Reo Māori   Māori Language Week 
Teina      Younger sibling, junior relative  
Tekoteko     Carved figure on the gable of a meeting house  
Tikanga     Correct procedure, custom, code, practice  
Tuakana     Elder sibling, senior relative  
Tuakana – Teina     Reciprocal learning  
Tauparapara     Chant 
xv 
Tūpuna     Ancestors  
Wāhi Tapu     Sacred sites  
Wai      Water 
Waiata      Song 
Wairua     Spirit  
Wānanga     Learning session, Māori tertiary institution 
Whakahōnore ngā mate   Honour the dead 
Whakapapa     Genealogy, lineage 
Whakataukī     Proverbial saying 
Whakawhanaungatanga   Process of establishing relationships 
Whānau     Family 
Whanaungatanga    Relationship, connection 
Whakaute     Respect 
Whare Kura     Māori immersion secondary school  
Wharenui      the main building of the marae complex 
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Chapter 1: Tīmatanga Kōrero/Introduction 
Whiua ki te ao, whiua ki te rangi, whiua ki ngā iwi katoa. 
 
Spread the language to the world, spread the language to the sky, and spread the language to 
all people. 
Introduction 
Te reo Māori (the Māori language) is significant to all New Zealanders. In order to maintain 
and grow te reo Māori, both Māori and non-Māori must be involved in the ongoing 
revitalisation and further development of the language. In Aotearoa New Zealand, an agreement 
called te Tiriti o Waitangi (the Treaty of Waitangi) was signed in 1840 in te reo Māori and 
English that signified te reo Māori as a special taonga (treasure) that must be protected for future 
generations. This thesis sheds some light on how a group of non-Māori secondary school 
students in Auckland have taken up the challenge of learning te reo Māori. 
The words in te reo Māori at the beginning of this chapter are part of a well-known Māori waiata 
(song) called Whakarongo composed by Ngoi Pēwhairangi from Tokomaru Bay, on the East 
Coast of the North Island of Aotearoa New Zealand. It was one of her major compositions that 
originated from a wānanga (learning session), teaching a group of mostly Pākehā (New 
Zealander of European descent) media broadcasters in the 1980s who had never learnt to sing 
a Māori song before. Pēwhairangi’s message for them was to use their media positions and 
prominence to positively broaden te reo Māori to large audiences. In her work, Pēwhairangi 
was relentless in supporting the development of te reo Māori and culture through language 
teaching, kapa haka (Māori cultural performance and music), and also strongly believed in a 
truly bicultural country where Pākehā would play a role in advancing and supporting the 
ongoing revitalisation of te reo Māori (Ka'ai, 2019).  
The main theme of the waiata concerns the significance of listening to te reo Māori and that it 
is a language that should be passed on to future generations. This line from the waiata underlines 
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Pēwhairangi’s views that non-Māori also have a responsibility to maintain and care for te reo 
Māori. The theme from Pēwhairangi’s song regarding increasing the exposure of te reo Māori 
to everyone, including non-Māori, connects with the major aims of this research examining the 
motivations, attitudes, and learning experiences of non-Māori secondary school students 
learning te reo Māori. This waiata connects well with the aspirations of the student participants 
in this research who are pursuing te reo Māori studies at secondary school level. The thesis 
argues that non-Māori secondary school students learning te reo Māori play a vital role in 
fostering the development of te reo Māori and which in turn, supports the continuing 
revitalisation efforts of te reo Māori.  
History of te reo Māori in Aotearoa New Zealand  
The learning experiences of non-Māori secondary school students learning te reo Māori is the 
focus of this research. Therefore, in order to understand the current status of te reo Māori, we 
need to understand the history of te reo Māori. Firstly, te reo Māori is an Eastern Polynesian 
language which is the indigenous language of the Māori people of Aotearoa New Zealand and 
is a language closely related to the Tahitian and Rarotongan languages (Anaru, 2011). Before 
the introduction of English, te reo Māori was the only language spoken in Aotearoa New 
Zealand for nearly one thousand years (Anaru, 2011). The language had some dialect 
differences and was exclusively and naturally used in everyday interactions between Māori. 
The language has experienced turbulent times since the arrival of Europeans to Aotearoa New 
Zealand, although it was the primary language of interaction between Māori and Pākehā in the 
early 1800s (Anaru, 2011). Te reo Māori during this time was specifically used for social, 
religious, commercial, and political interactions among Māori, and between Māori and Pākehā. 
It was the only language spoken in Aotearoa New Zealand prior to colonisation, with various 
dialectical differences throughout the Te Ika-a-Māui (North Island) and Te Wai Pounamu 
(South Island) of Aotearoa New Zealand.  
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The first European traders to Aotearoa New Zealand were whalers and sealers in the late 1700s 
who often learnt and became fluent in te reo Māori as a means of comfortably trading with local 
Māori. Many of these traders often married Māori women and consequently had children who 
became bilingual and spoke both te reo Māori and English well. These bilingual children would 
usually act as negotiators (Higgins & Keane, 2015). From the early 1800s, Christian 
missionaries arrived to spread the gospel message of Jesus and saw the need to converse in te 
reo Māori as a way of directly influencing Māori with their messages (Biggs, 1968). Te reo 
Māori was not originally a written language. The missionaries were initially responsible for 
written te reo Māori and produced grammar textbooks and dictionaries of te reo Māori. Written 
te reo Māori was also seen as important for the first Pākehā settlers as they became interested 
in buying land. Some of the first examples of written te reo Māori were of land transactions. 
Other early written te reo Māori examples were biblical, where missionaries attempted to 
translate scriptures from the Bible (Higgins & Keane, 2015).  
Prior to 1840, New Zealand was a frontier outpost of the British penal colony of New South 
Wales in Australia. As a result, there was an expansion of shipping and trade, and therefore 
communication between Māori and the British rapidly increased (Werry, 2015). While 
relationships were generally positive, in some cases, there were violent outbreaks. There was a 
call by some European settlers for the British Government to intervene and control the unruly 
behaviour by some of their subjects. There was also concern with other countries (particularly 
France and the United States of America) who showed a keen interest in Aotearoa New Zealand. 
The British Government eventually took action and sent Captain William Hobson to make a 
treaty with the Māori leaders at the time (Werry, 2015).  
Te Tiriti o Waitangi was first signed on February 6, 1840, with the aim of establishing British 
governance in Aotearoa New Zealand. In return, Māori gave up sovereignty, but were given 
full citizenship rights and access to their land and resources (Mikaere, 2013) which were 
highlighted in the three articles of the treaty. There were both English and te reo Māori versions 
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of the treaty and the majority of the Māori chiefs signed the te reo Māori version. The first 
article of the te reo Māori version gave rights to the Queen of England to govern the land. The 
second article concerned the protection of chiefs, their subtribes, and all the people of the land, 
and also gave chiefs authority over their lands, possessions, and treasures. This article of the 
treaty is particularly paramount to this research, because te reo Māori is considered a taonga 
that must be cared for. The third article stated that the Queen of England will protect all citizens 
of the land and they will have the same equal rights and duties as the people of England (Wilson, 
2016).  
After Te Tiriti o Waitangi was signed it was largely ignored by the Crown. Many Māori 
suspected that the Crown would not hold to their obligations of the articles of the Treaty 
(Orange, 2013). There was a brief period in the 1850s where Māori were highly successful with 
a high number of grain mills and cargo ships that were Māori owned and traded as far away as 
Australia. However, it was the constant need for land by the growing Pākehā settler population 
that caused tensions which resulted in numerous land wars. These wars started in Taranaki and 
spread through to the Waikato and Bay of Plenty regions.  
The steady arrival of European settlers to New Zealand significantly contributed to the quick 
demise of te reo Māori, as the English language quickly became the dominant language in 
conjunction with the increase of the European population. By 1858, there were more Europeans 
than Māori living in Aotearoa New Zealand. The Education Ordinance (1847), heavily 
supported by Governor George Grey, outlined the principles of education in Aotearoa New 
Zealand. The Education Ordinance (1847) stated that education could only be delivered in 
English (Calman, 2012), which had disastrous consequences for those whose only language 
was te reo Māori.  
The Native Schools Act (1867) also ensured that state schools taught only in English and schools 
were subsequently allocated funding to do so. By the 1890s, virtually all schooling, legal and 
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commercial transactions, government, and social interactions outside of Māori communities 
were conducted in English (Peterson, 2000). Institutional policies such as these led to the 
demise of te reo Māori. There were prominent Māori leaders, such as Sir Apirana Ngata (Ngāti 
Porou), who initially did not support teaching te reo Māori in native schools, but believed that 
te reo Māori should be learnt in the home and that it would be whānau (family) that would 
transfer the language from one generation to the next. He also encouraged Māori families to get 
actively involved in English-medium education so that their chances in the mainstream would 
improve and could attain quality employment opportunities. However, Ngata saw the terrible 
state that te reo Māori was in, and in his later years, fought for the protection of the Māori 
language and culture (Houia-Roberts, 2006).  
The Māori population decreased from around 90,0000 people in the wake of Te Tiriti o 
Waitangi, to reach a low of about 42,000 people in 1896. This was due to newly introduced 
diseases such as measles and influenza, and also the musket wars that added to high mortality 
rates (Pool & Jackson, 2011). Due to the decline in the Māori population and the pervasiveness 
of certain racist ideologies, there was a hope by some that Māori would become extinct (Pool 
& Kukutai, 2014). It was believed that Māori would not cope and survive European occupation. 
Businessman and politician Alfred Newman stated in 1881 that “the disappearance of the race 
is scarcely subject for much regret. They are dying out in a quick, easy way, and are being 
supplanted by a superior race” (Newman, 1881). The notion of the elimination of the Māori 
race was rejected by prominent Māori politician Sir Peter Buck (also known as Te Rangi Hīroa) 
who implied that economic self-development would reverse this trend (Pool & Kukutai, 2014). 
From the beginning of the 20th century, te reo Māori was still the predominant language in the 
homes and communities of Māori.  
The rapid movement of Māori from their customary homelands to the cities in the mid-1900s 
contributed to a further decline of te reo Māori. Before World War II, most Māori were living 
largely within their tribal regions where te reo Māori was still widely spoken and was the main 
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language of the marae. From the late 1940s onwards, there was significant Māori urbanisation 
as Māori left their rural homes and moved to cities where there were large Pākehā communities. 
English was the dominant language of the large cities, which further contributed to the decline 
of the Māori language. By the 1960s, 60% of Māori lived in urban cities, and an increasing 
number of Māori were born in these urban cities and therefore had little connection with their 
cultural and tribal roots (Meredith, 2015). The traditional support structures for Māori such as 
whānau (family), hapū (sub-tribe), and iwi (tribe) that best fostered te reo Māori as a language 
of everyday communication, were diminishing (Houia-Roberts, 2006).  
Government laws and policy making such as the Native Schools Act (1867) contributed 
significantly to the demise of the language, and Māori school students were reprimanded and 
physically punished for speaking te reo Māori at school. This type of punishment officially 
stopped in the 1930s, but it is believed that it continued for many decades later across the 
regions (Peterson, 2000). Houia-Roberts (2006) wrote about her schooling experiences in the 
late 1940s as a young child, and that being forced to only speak and write in English at school 
created long-term mental problems for her and her Māori school-aged peers as they were 
alienated from their native language.  
New Zealand’s educational landscape was heavily founded upon Western capitalist values, a 
secular and conflict-based ethos which Māori view and identify as the Pākehā culture (Penetito, 
2010). Since British colonisation, Māori have been marginalised through laws and education 
policies which led to many Māori not always having enjoyable educational experiences. 
According to May (1998), “the teaching of English was considered to be a central task of the 
school, and the Māori language was often regarded as the prime obstacle to the progress of 
Māori children” (p. 284). This signals the severe issues that te reo Māori has faced as a result 
of previous government initiatives that supported the demise of te reo Māori. This research is 
therefore important to understand the experiences of non-Māori secondary school students 
learning te reo Māori to support the ongoing revitalisation of the language.  
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Major research conducted in the 1960s and 1970s by Richard Benton (1997) confirmed that te 
reo Māori was in a critical state of decline and would certainly become extinct as a language of 
communication. Benton and his research team conducted nationwide surveys with nearly 7,000 
households and asked various questions related to the householders’ knowledge and experience 
of, and attitudes towards, te reo Māori. The major findings of this research by Benton (1997) 
suggested that te reo Māori was a language that was experiencing a major decline in the number 
of speakers. It highlighted that significant measures needed to be undertaken for te reo Māori 
to be saved from extinction, and furthermore, the requirement for serious language revitalisation 
programmes. 
A number of prominent Māori activist groups were involved in numerous protests and petitions 
regarding support for te reo Māori at a national level. For example, Ngā Tama Toa was a group 
of like-minded, mostly university-educated urban Māori activists, who were concerned about 
breaches of Te Tiriti o Waitangi and in particular, issues related to land confiscation and the 
state of te reo Māori (Metge, 2004). In conjunction with Victoria University’s Te Reo Māori 
Society, the groups collected over 30,000 signatures in 1972 calling for the current government 
to take action and offer te reo Māori classes in schools. Ngā Tama Toa was therefore 
instrumental in establishing seminars to train fluent speakers of te reo Māori to become te reo 
Māori teachers. As a result of the pressure by Ngā Tama Toa on the government to proactively 
push te reo Māori, teacher training colleges created similar te reo Māori teaching programmes 
to support those wanting to pursue te reo Māori teaching careers (Metge, 2004).  
Similar to that of the actions of Ngā Tama Toa, Victoria University’s Te Reo Māori Society in 
1972 petitioned for Māori Language Day, and from 1975, it was extended to the nationwide Te 
Wiki o Te Reo Māori (Māori Language Week) by the government at that time. This continues 
to be an important week promoted each year usually in September by Te Taura Whiri i Te Reo 
Māori (Māori Language Commission) (Higgins & Keane, 2015). Each Te Wiki o Te Reo Māori 
has a theme with the help of te reo Māori enthusiasts such as broadcaster Jenny-May Clarkson 
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and actor Julian Dennison who help promote the week. For example, in 2018, the theme for the 
week was ‘Kia kaha te reo Māori’ (Let’s make the Māori language strong). The main purpose 
of Te Wiki o Te Reo Māori is to get more New Zealanders interested in learning, interacting, 
and supporting te reo Māori. There are a number of learning resources that Te Taura Whiri i Te 
Reo Māori create to support language learners and encourage schools, companies, and 
community organisations to participate throughout the week.  
Three years after the introduction of Te Wiki o Te Reo Māori, the first official bilingual school 
was established in 1978 in Rūātoki, a small rural town in the Bay of Plenty region of the North 
Island of Aotearoa New Zealand. Rūātoki school was part of a pilot programme for bilingual 
schools with Hiruhārama on the East Coast of the North Island, St Peter Chanel in Ōtaki, and 
Ōmāhu school in the Hawkes Bay region (Te Rito, 2008). The significance of these pilots was 
that the education system in Aotearoa New Zealand started to embrace Māori language and 
culture and therefore showcased the worldview of Māori staff and students.  
During that time, te reo Māori was widespread amongst many Māori whānau in the area, and 
90% of Māori in Rūātoki were able to speak and understand te reo Māori with high fluency. 
However, there was a genuine fear that the English language was being spoken more as a first 
language by children (Benton, 1980). The establishment of bilingual schools was an integral 
part of our history concerning te reo Māori being taught in schools, as it began a further trend 
of more te reo Māori focussed educational institutions such as kōhanga reo in the early 1980s. 
It was alarming, because the Tūhoe tribe were seen as the last bastion of Māoridom where te 
reo Māori was thriving, but Benton’s (1980) research showed otherwise. During this time there 
was also the start of a strong Māori renaissance regarding the recognition of te reo Māori.  
Te Ataarangi (A method of teaching the Māori language using coloured rods) was established 
in 1979 by te reo Māori revival pioneers, Katerina Te Heikoko Mataira and Ngoingoi 
Pewhairangi (Spolsky, 2003). Te Ataarangi has been acknowledged as a unique community-
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based Māori adult education programme for learners of te reo Māori. There were some 
students learning te reo Māori at university at the time but there was an obvious gap at the 
grassroots level for the learning of te reo Māori (Spolsky, 2003). The early success of the Te 
Ataarangi helped foster the programme into other iwi areas. This programme preceded Te 
Kōhanga Reo and Kura Kaupapa Māori and like those two te reo Māori initiatives, continues 
to be a stalwart of te reo Māori learning programmes at the adult level.  
In 1985, a claim was lodged by several leaders from most iwi and districts with the Waitangi 
Tribunal to seek the recognition of te reo Māori as an official language of Aotearoa New 
Zealand (Waitangi Tribunal, 1986). The applicants of the claim strongly believed the principles 
of Te Tiriti o Waitangi recognised te reo Māori as a taonga and the current government and 
future governments had a duty to protect te reo Māori. One of the claimants, Ngāti Hine leader 
and former Māori Battalion soldier, Sir James Henare, stated at the tribunal hearing, “Ko te reo 
te mauri o te mana Māori” (Waitangi Tribunal, 1986, p. 53). This whakataukī (proverbial 
saying) describes te reo Māori as the life force of Māori. It highlighted the importance of the 
language to Māori and that it needed to be officially recognised by the Crown. Although these 
comments were made 34 years ago, the need for the survival of te reo Māori in modern day 
Aotearoa New Zealand remains as relevant as it was then. 
Te Mātāwai is the newly established independent organisation that was created from the Māori 
Language Act (2016) to provide support for the revitalisation of te reo Māori and create active 
learners of te reo Māori (Te Puni Kōkiri, 2019). In particular, the responsibility of Te Mātāwai 
is to provide guidance and leadership on behalf of iwi and to support and develop te reo Māori 
strategies alongside the Crown that assists te reo Māori revitalisation efforts. The focus of Te 
Mātāwai has shifted to te reo Māori revitalisation through whānau, hapū, and iwi. Therefore, 
there is a disconnection between the role of Te Mātāwai and how they support non-Māori New 
Zealanders.  
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The presence of Māori radio also played a role in promoting te reo Māori and tikanga Māori 
(Stuart, 2003). The Te Reo Māori Waitangi Tribunal Claim in 1986 supported and recognised 
te reo Māori as a taonga and identified broadcasting such as radio as a medium to support the 
ongoing revitalisation of the language (McEwan, 2019). Therefore, the government finally 
funded several Māori radio stations generally iwi-based stations. The purpose of these iwi radio 
stations was to sustain iwi identity through the medium of te reo Māori by showcasing Māori 
music, news reports, and talk-back opportunities to their respective tribal communities.  
In addition to Māori radio, wānanga (Māori tertiary institutions) were established at the same 
time to also support the revitalisation of te reo Māori and mātauranga Māori (Māori 
knowledge). Many of the students that attend wānanga are second chance learners who may 
have had minimal high school education (Calman, 2012). Te Wānanga o Raukawa based in 
Ōtaki was founded in 1981 by the iwi of Te Āti Awa, Ngāti Raukawa and Ngāti Toarangatira. 
Te Wānanga o Raukawa aims to support Māori to return to their marae, revitalise te reo Māori, 
and to empower Māori to succeed in education (Calman, 2012). All the qualifications that Te 
Wānanga o Raukawa offer reinforce a Māori world view. Subsequent wānanga were established 
to meet the educational needs of Māori such as Te Wānanga o Aotearoa based in Te Awamutu 
and Te Whare Wānanga o Awanuiārangi based in Whakatāne (Calman, 2012). These wānanga 
have many satellite sites around Aotearoa New Zealand. In 2016, there were more than 25,000 
full-time students enrolled at the three major wānanga (“Wānanga enrolments on,” 2017). 
The haka has become a dominant cultural symbol that has been able to unite Māori and Pākehā 
in a post-colonial era through sport including the performances of the by All Blacks (Scherer, 
2013). New Zealand national sporting teams such as rugby league, hockey, and basketball 
usually perform the haka before the start of their games. Haka are always performed in te reo 
Māori and it can be argued that public performances of haka are helpful in strengthening and 
further promoting the use of te reo Māori in the public domain with opportunities to be heard 
and seen by multitudes of people nationally and internationally (Scherer, 2013). For instance, 
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haka is a key component of kapa haka and has been identified as a culturally responsive 
approach to engage in Māori cultural, language, and traditional practices (Whitinui, 2008). 
There have been some te reo Māori programmes that have attempted to help with the learning 
of the language in schools. Taha Māori was an educational programme introduced in English-
medium schools in the 1970s and 1980s to give opportunities for students to learn basic te reo 
Māori and tikanga (customs) (Peterson, 2000). There were some criticisms associated with Taha 
Māori in that there were no curriculum guidelines, limited teaching resources, and was viewed 
as tokenistic at times (Houia-Roberts, 2006). Others praised the implementation of Taha Māori 
in schools, noting that it increased the number of students electing to choose to learn te reo 
Māori as a standalone subject in high school from 4,423 in 1971 to 15,000 in 1979—with half 
that number being non-Māori students (Walker, 1984).  
Although there were some successes in English-medium schools with the teaching of the Taha 
Māori programme, many Māori whānau continued to be concerned that English-medium 
schools were still not providing strong te reo Māori programmes and conversations concerning 
immersion te reo Māori education began (Peterson, 2000). Kōhanga reo are early childhood 
centres that are taught through the medium of te reo Māori. The first kōhanga reo was 
established in Pukeatua Marae in Wainuiomata in April, 1982, and was organised by parents 
who wanted their young children immersed in te reo Māori and tikanga Māori. Immediate 
success was evident, as a total of 100 kōhanga reo were established by the end of 1982. 
Following on from this success, the first kura kaupapa Māori (Māori language immersion 
primary school), Te Kura Kaupapa Māori o Hoani Waititi in Glen Eden, West Auckland was 
established in 1985. This kura kaupapa Māori was set up by a community of local leaders and 
parents who were concerned that there were no Māori language immersion education options 
at primary and secondary school levels for their children once they had finished kōhanga reo. 
Kura kaupapa Māori reflect Māori cultural values with the aim of revitalising the language. 
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What also differentiates kaupapa Māori education institutions from mainstream Western-based 
institutions is the governance aspect, as kaupapa Māori institutions are Māori managed and 
operated. In addition, the whānau of these schools play an active role in supporting their 
children’s education (Flavell, 2012). Whanaungatanga (relationships), aroha (compassion), and 
manaakitanga (hospitality) are just a few of the central values that strengthen the main 
philosophy of these kaupapa Māori institutions (Mead, 2016).  
Māori language immersion schools have positively influenced the revitalisation of te reo Māori. 
It was important that Māori communities backed such initiatives to ensure the ongoing 
livelihood of their language. As stated at the beginning of this section, te reo Māori has 
experienced a turbulent past, but is now a defining feature of a modern New Zealand education 
system. The next section describes current te reo Māori programmes taught in schools.  
Te reo Māori Programmes in Schools  
Te reo Māori is a major component of the New Zealand Curriculum (Ministry of Education, 
2007) and is embedded in many schools, learning environments, and programmes across the 
education sector. I argue in this thesis that the revitalisation of te reo Māori cannot be actualised 
by the efforts of Māori alone, but requires the support of non-Māori to learn and promote te reo 
Māori. This section examines te reo Māori programmes in English-medium and Māori-medium 
education settings, and is critical to this thesis because this research is based on the teaching 
and learning of te reo Māori.  
There are 1,074 English-medium secondary schools that offer te reo as a standalone subject to 
161,381 students in Aotearoa New Zealand (Education Review Office, 2017). Although te reo 
Māori is not a compulsory language in schools, the New Zealand Curriculum acknowledges the 
core principles of Te Tiriti o Waitangi such as the principles of participation, partnership, and 
protection (Clements, 2016) and states that “all students have the opportunity to acquire 
knowledge of te reo Māori me ōna tikanga” (Ministry of Education, 2007, p. 9). Furthermore, 
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te reo Māori through the ‘Learning Languages’ learning area provides opportunities for students 
to extend their language learning pathways.  
The 2013 census data showed that nationally there were few learners of te reo Māori at a 
secondary school level. Only 26% of Māori students and 4% of non-Māori students in total 
studied te reo Māori from Year 9 or above (Ministry of Education, 2015). It has also been 
reported that more than half of New Zealand secondary schools do not offer any te reo Māori 
language lessons (Edmonds, 2016). It can be presumed that as a result of few schools not 
offering te reo Māori as a subject, many students are not provided with adequate opportunities 
to learn te reo Māori which in turn could be a reason why the number of te reo Māori learners 
are low.  
For most students studying te reo Māori in English-medium schools, te reo Māori is a second 
or additional language and these learners include many who identify as Māori. It is also 
common for secondary schools to offer te reo Māori as an option subject particularly at Years 
9 and 10 (Neville, 2018). The New Zealand Curriculum also highlights the importance for non-
Māori to learn te reo Māori by declaring that “all who learn te reo Māori help to secure its future 
as a living, dynamic, and rich language” (Ministry of Education, 2007, p. 14). This is a 
consistent feature of previous years, where the ideology of biculturalism was imperative to the 
development of New Zealand and that the revitalisation of te reo Māori was important for both 
Māori and non-Māori (Lourie, 2013). Biculturalism refers to Māori and non-Māori in a New 
Zealand context. The indigenous mobilisation of Māori language and culture from the 1970s 
helped to uplift and revive biculturalism with kura kaupapa Māori education, the recognition of 
te reo Māori in government departments, and the enactment of the Māori Language Act 
(MacDonald, 2016). 
However, it is interesting to note that there are inconsistencies within the New Zealand 
Curriculum (Ministry of Education, 2007) concerning the importance of te reo Māori to both 
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Māori and non-Māori, and Lourie (2013) states that the messages are confusing. For example, 
“By learning te reo and becoming increasingly familiar with tikanga, Māori students strengthen 
their identities, while non-Māori journey towards shared cultural understandings” (Ministry of 
Education, 2007, p. 14). Elsewhere in the New Zealand Curriculum, it states that te reo Māori 
is “a primary source of our nation’s self-knowledge and identity” (Ministry of Education, 2007, 
p. 14). The second statement acknowledges that te reo Māori contributes to a national identity, 
whereas the first statement from the curriculum explores the idea that learning te reo Māori will 
support the cultural identity of only Māori students. It is vital to understand the policy for te reo 
Māori in schools and how policy supports the te reo Māori aspirations for both Māori and non-
Māori students. National identity is a central theme from this thesis that emerged from the 
interviews and is further examined in Chapter 6. 
Policy for te reo Māori in both English-medium and Māori-medium schools is set out in the 
document Tau Mai Te Reo which is the Māori Language in Education Strategy 2013–2017 
(Ministry of Education, 2013) and this strategy is the Ministry of Education’s unified approach 
to developing te reo Māori for both Māori-medium and English-medium schools (Ministry of 
Education, 2013). Tau Mai Te Reo aims to support te reo Māori in education and states that it 
must be deliberate, comprehensive, and focussed on gathering data and reporting it 
appropriately. The strategy mentions that the responsibility for the resurgence of te reo Māori 
is shared between Māori and the Crown. Therefore, te reo Māori cannot be secured by the 
efforts of one party alone. It depends on the capability of both sides to work together, 
participate, and promote te reo Māori (Ministry of Education, 2013). This current policy makes 
it clear that all teachers have a major responsibility for the survival of the language in English-
medium schools and that it is not solely the duty of Māori-medium schools (Stewart, 2014).  
Te Aho Arataki Marau mō te Ako i Te Reo Māori – Kura Auraki is the te reo Māori curriculum 
for English-medium schools. Te reo Māori is also included in the ‘Learning Languages’ section, 
which is one of the eight learning areas in the New Zealand Curriculum. This section of the 
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New Zealand Curriculum highlights the importance of language, culture, and identity and how 
they connect together. The aim for Māori language learners is to “deepen their knowledge and 
understanding of tikanga Māori and develop their own personal, group and national identities” 
(Ministry of Education, 2009, p. 6). This shows that learning te reo Māori will support students 
to have a better understanding of tikanga Māori, and that this will lead to further opportunities 
connecting te reo Māori to their identity. The concept of a tuakana – teina (reciprocal learning), 
is an integral part of te ao Māori and features in Te Aho Arataki Marau mō te Ako i Te Reo 
Māori – Kura Auraki. In a classroom learning environment, tuakana – teina relationships 
recognises the power of reciprocal and peer learning between students which can support the 
teaching and learning of te reo Māori. Tuakana-teina is also a central component of ako which 
is reciprocal learning (Royal Tangaere, 1997). 
Te Aho Arataki Marau mō te Ako i Te Reo Māori – Kura Auraki is divided into eight levels of 
competency. Levels 1 and 2 are aimed at those who are beginning to use te reo Māori. Levels 
3 and 4 are aimed at developing basic communication skills in te reo Māori. The intention of 
levels 5 and 6 is to achieve social competence in te reo Māori. The aim of levels 7 and 8 is to 
achieve personal independence in te reo Māori. Four proficiency target statements are used for 
two of the eight achievement objectives and are stated in terms of communicative outcomes. 
The curriculum levels mentioned are not age-specific, so teachers can teach to the learning 
needs of their students (Ministry of Education, 2009).  
There are diverse requirements for the needs of students. Some students may have a strong 
background in te reo Māori and use it extensively within their home and the wider community. 
Some students may have some prior knowledge, but may not come from homes that speak te 
reo Māori. Other students may have little or no knowledge of te reo Māori. Some students 
transition from kura kaupapa Māori to English-medium schools, and these students will usually 
already have a commanding knowledge of te reo Māori (Ministry of Education, 2007). 
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Therefore, teachers of te reo Māori will typically have to plan their classroom activities 
accordingly to the backgrounds and diverse learning needs of their students.  
The Ministry of Education believes that it is important that te reo Māori teachers have a good 
understanding of various dialectal differences. Some dialectal variances include words such as 
the English word ‘home’, which can be translated to ‘kāika’ (Ngāi Tahu), ‘kāina’(Tūhoe) or 
‘kāinga’ (most other tribes). It is important to understand dialectical differences because it 
shows the diversity of te reo Māori.  
This section of this chapter outlined policy and curriculum guidelines concerning the teaching 
and learning of te reo Māori in schools. However, the numbers learning te reo Māori are still 
relatively low in secondary schools with 4% of non-Māori students choosing te reo Māori as a 
subject in 2013 compared to 26% of Māori students (Ministry of Education, 2015). This section 
also recognised the prior background and te reo Māori learning experiences of young people in 
Aotearoa New Zealand.  
Kura kaupapa Māori 
Although this thesis is centred around te reo Māori learners in an English-medium school, it is 
important to understand the major impact that kura kaupapa Māori have had on te reo Māori 
revitalisation efforts which is an important theme in this research. One of the students 
interviewed in this research is a former kura kaupapa Māori student and her experiences are 
further described in Chapters 4, 5, and 6. Kura kaupapa Māori are Māori language immersion 
schools that follow and reflect Māori cultural values with the intention to revitalise te reo Māori 
(Harrison & Papa, 2005). Kura kaupapa Māori adhere to the governing principles of Te Aho 
Matua o ngā Kura Kaupapa Māori (Department of Internal Affairs, 2008). These principles are 
Te Ira Tangata (The human essence), Te Reo (Language), Ngā Iwi (The people), Te Ao (The 
world), Āhuatanga Ako (Circumstances of learning) and Ngā Tino Uaratanga (Essential 
values). These values underpin a Māori worldview of teaching, learning and education (Royal 
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Tangaere, 1997). Te Rūnanganui o Ngā Kura Kaupapa Māori o Aotearoa was established in 
1993 as the guardians and representatives of the Te Aho Matua o ngā Kura Kaupapa Māori 
approach to teaching and learning and works with the Ministry of Education to support its 
responsibilities in the te reo Māori immersion sector.  
In the early 1980s, Māori communities were heavily concerned about the longevity and health 
of te reo Māori and came together to create their own Māori language immersion spaces. As 
previously stated, the establishment of kōhanga reo began in 1982 with the opening of Pukeatua 
Kōhanga Reo in Wainuiomata. Kōhanga reo are early childhood centres that focus on Māori 
language revitalisation. There was a concern that after children finished their early childhood 
education at kōhanga reo that primary and secondary English-medium schools could not 
adequately provide te reo Māori programmes. Similar to that of kōhanga reo, kura kaupapa 
Māori were not initially fully funded by the Ministry of Education and therefore relied on the 
goodwill of Māori whānau and communities to initially help with the running of the schools. 
The Education Act (1989) ensured that kura kaupapa Māori were officially recognised and from 
there, new kura kaupapa Māori were built (Calman, 2012).  
Te Kōhanga Reo National Trust was set up in 1982 and formalised as a charitable trust in 1983 
(Te Kōhanga Reo National Trust, 2019). They act as the kaitiaki (guardians) and governing 
body of Kōhanga Reo. The primary role of Te Kōhanga Reo National Trust is to ensure the 
protection of te reo and tikanga Māori and to support the participation of mokopuna 
(grandchildren) into a Māori immersion based early childhood education. 
In 2014, there were 480 kōhanga reo situated around the country with almost 9,400 young 
children attending (Ministry of Education, 2016). In 2016, there were 279 kura kaupapa Māori 
and whare kura (Māori language immersion secondary schools) with over 18,100 students 
enrolled. This represents 2.3% of the total school population, with 97.8% of these students 
identifying as Māori (Ministry of Education, 2016). Te Kōhanga Reo are a critical part of the 
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revitalisation of te reo Māori despite the many challenges that they have had to experience and 
navigate along the way which will be discussed later in this thesis.  
Locating me as the Researcher  
Growing up, I attended the local kōhanga reo in Whangārei, a city located in the Northland 
regions of the North Island of Aotearoa New Zealand. My parents decided to send me to 
kōhanga reo because it was easily accessible from our home and my mother occasionally helped 
out there. My parents are not fluent speakers of te reo Māori, but have a good understanding of 
te ao Māori. After kōhanga reo, my experiences of learning te reo Māori were somewhat 
sporadic at primary and secondary school. There was the occasional whānau gathering at a 
marae where I would see people speaking te reo Māori, but the learning and speaking of the 
language was not made a priority in our household. However, during my last year of secondary 
school, we learnt about the injustices that occurred within Māori society as a result of Te Tiriti 
o Waitangi in history class, which propelled me to want to learn te reo Māori. The following 
year I enrolled in beginner te reo Māori classes at the University of Waikato. 
I now have a background in second language teaching and learning. I studied Japanese as a 
second language for five years at secondary school level through Te Aho o Te Kura Pounamu 
(The Correspondence School). As a student of non-Japanese descent, I enjoyed learning about 
the Japanese culture through the Japanese language, particularly the cultural features and the 
script writing of hiragana, katakana, and kanji. My high school supported me with my Japanese 
language learning by employing a Japanese language assistant. I was awarded a scholarship to 
travel to Japan during high school and stayed with a homestay family in Hiroshima. After that, 
I enrolled and attended the University of Waikato in Hamilton and majored in Japanese with te 
reo Māori as my supporting subject in a conjoint degree of Bachelor of Education and Bachelor 
of Arts. 
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My initial interest in the topic of this thesis concerning non-Māori learning te reo Māori came 
from when I started my te reo Māori studies at the University of Waikato. During my first year, 
I enrolled in an introductory te reo Māori paper aimed for students with little or no knowledge 
of the language. I noticed a large cohort of non-Māori students learning te reo Māori in the 
beginner classes and it was encouraging to see that they were committed learners of te reo 
Māori. A number of these learners were international students and I became friends with many 
of them. Some of these earlier te reo Māori learning experiences at university made me think 
about non-Māori students in a secondary school setting, and if their experiences were similar 
to those of non-Māori learning te reo Māori in a university setting. 
I have taught te reo Māori and Japanese for 10 years at secondary school level. I have had many 
wonderful moments teaching te reo Māori; especially knowing that the students that I have 
taught were motivated and excited to learn te reo Māori. Most of the students that I have taught 
are of Māori descent. The main reason that Māori secondary school students choose to learn te 
reo Māori is that te reo Māori is their heritage language and they want to learn more about their 
ancestry and culture. However, there is limited information, if any, of the reasons for non-Māori 
students wanting to learn te reo Māori. However, I have also taught a number of students who 
are non-Māori and from a range of ethnicities, which led me to wonder how their motivations 
and experiences learning te reo Māori differed from Māori students. My interest in this subject 
was extended further by a Pākehā student early in my teaching career who had studied te reo 
Māori from Year 9 to Year 13. He had a number of disabilities including cerebral palsy and 
autism. Nevertheless, due to his incredible passion and hard-working attitude in learning te reo 
Māori, he showed me that there was potential for non-Māori to excel in the language given the 
right teaching and learning conditions.  
This research is a koha (contribution) supported by many towards the ongoing revitalisation 
efforts of te reo Māori. Te reo Māori was seen as a taonga by my ancestors. My grandparents 
were advised not to learn or speak te reo Māori growing up and therefore, we have two 
20 
generations in my whānau that do not speak te reo Māori fluently. I hope to positively influence 
whānau members to learn te reo Māori so that the language can be normalised in our whānau 
once again.  
I am currently serving a third term elected to Auckland Council’s Henderson-Massey Local 
Board in West Auckland. I am one of eight elected members in an area of 120,000 people 
representing the communities of Henderson, Massey, Te Atatū South, Te Atatū Peninsula, 
Rānui, Sunnyvale, Glendene, Westgate, and West Harbour. In our local board area of 
Henderson-Massey, te reo Māori is spoken by a greater proportion of people in this area than 
in Auckland as a whole (Auckland Council, 2014). Therefore, alongside my fellow elected 
colleagues, we have made te reo Māori a priority across a number of community initiatives and 
want to support te reo Māori by making it a strong language that is spoken, seen, and heard. 
Alongside mana whenua (Māori that have tribal links to the region), and mātāwaka (Māori that 
have tribal links from outside of the area), we have named parks, streets, reserves, and 
community facilities and buildings with Māori names. These names are usually recommended 
by mana whenua. I have personally advocated for te reo Māori to be used in public 
announcements on Auckland buses and trains and speak te reo Māori regularly in our public 
community business meetings. Therefore, I am a passionate advocate for te reo Māori and want 
to see the language positively flourish across our community spaces, businesses, and in our 
schools.  
Thesis Outline 
This thesis is qualitative in nature and uses a combination of written literature, photos, and 
interviews to examine the motivations, attitudes, and learning experiences of non-Māori 
secondary school students learning te reo Māori. Chapter 2 is a detailed description of the 
current body of literature relevant to the key areas of this research. In particular, this chapter 
looks at a range of academic research relating to the themes of this research such as the 
motivations, attitudes, and learning experiences of students learning an additional language, 
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non-Māori learning te reo Māori, and the revitalisation of indigenous languages with a focus 
on the teaching and learning of indigenous languages in schools.  
Chapter 3 describes the methodological approach and processes by which data for this research 
was collected and analysed in relation to a kaupapa Māori theoretical approach and the 
photovoice method. Ethical issues will also be explored especially around interviewing 
secondary school students. Furthermore, the main research questions will be outlined again in 
this chapter.  
Chapter 4 is the beginning of analysing the results of the photos taken and the interviews 
conducted by looking at the learning experiences of the student participants. Chapter 5 discusses 
the importance of relationships and links between whānau, school leaders, school teachers, and 
peer support for non-Māori secondary school students learning te reo Māori. Furthermore, a 
description of te reo Māori and cultural facets mentioned by the student participants will also 
be discussed. Chapter 6 describes the student views concerning the relationship between te reo 
Māori and a New Zealand identity. In addition, this chapter further describes how the research 
participants recognise the value of te reo Māori and its culture.  
Chapter 7 is the conclusion chapter and summarises the main findings. This chapter also 
outlines the limitations of this research and provides further recommendations for any future 
academic research.  
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Chapter 2: Arotake Tuhinga/Literature Review 
Mā te rongo, ka mōhio. Mā te mōhio, ka mārama. Mā te mārama, ka matau. Mā te 
matau, ka ora. 
 
Through perception comes awareness. Through awareness comes understanding. Through 
understanding comes knowledge. Through knowledge comes wellbeing.  
Introduction 
The whakataukī at the beginning of this chapter illustrates the importance of the attainment of 
knowledge in its many dimensions, and how this can support the wellbeing of people and enrich 
the lives of others by demonstrating a commitment to ongoing learning. This thesis is essential 
because it supports the acquisition of knowledge and research concerning te reo Māori and 
further contributes to its ongoing revitalisation. Although previous studies looked at the 
learning experiences of non-Māori adults learning te reo Māori, there is a lack of in-depth 
research and understanding concerning the specific motivations, attitudes, and learning 
experiences of non-Māori secondary students learning te reo Māori.  
The first section of this chapter examines the revitalisation of indigenous and minority 
languages from around the world, with a focus on the teaching and learning of indigenous 
languages in schools. The second section examines the teaching and learning of te reo Māori 
including the experiences and motivations of adult non-Māori learners of te reo Māori. The 
third section looks at whānau support, and student relationships with their student peers and 
teachers. The fourth section observes the characteristics of a New Zealand identity and social 
awareness issue related to language learning. The chapter concludes with positioning this 
research in the gap between these four bodies of literature.  
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The Revitalisation of Indigenous Languages 
This section details the plight of indigenous and minority languages around the world. 
Examples and methods of how indigenous languages and cultures, including Māori, have 
increased the numbers of people learning indigenous languages and enhanced their awareness 
of cultural issues are provided. Strategies of teaching indigenous languages that support 
revitalisation efforts in mainstream schooling are also discussed. As this is a thesis supporting 
the ongoing revitalisation of te reo Māori, it is important to amplify indigenous voices and 
languages in this section.  
An indigenous language is a language that is native to an area and spoken by people indigenous 
to that place. A minority language is a language that is spoken by a minority of the population 
of a territory. History has demonstrated that many disastrous events have occurred that have 
seen the demise of indigenous languages such as genocide, colonisation, and linguistic 
dominance (Paradies, 2016). There is a current global trend that shows that language diversity 
is being threatened and this impacts negatively on indigenous languages (McCarty, 2003). The 
causes of globalisation such as cultural, economic and political influence have also contributed 
to the demise of indigenous languages and cultures. The loss of language can also be seen in 
communities where there is a gradual displacement of one language by another (McCarty, 
2003). Language shift can also occur when there is evidence of socio-political and socio-
economic competitive tensions, whereby a dominant cultural status is developed between 
different speech communities (Laoire, 2008), resulting in the disadvantaged speech community 
being left with the choice of either assimilation or resistance. Forty percent of the estimated 
7,000 languages spoken in the world are endangered. 
There are examples from around the world where language revitalisation of minority languages 
is occurring. There are strategies in place to support minority languages (mainly indigenous 
languages) that have been previously threatened with extinction with the aim of restoring the 
vitality of these languages. These indigenous groups have used a variety of strategies to support 
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the revitalisation of their languages. For example, a language strategy seen in Botswana was to 
increase the prestige of their indigenous languages within the dominant community (Mooko, 
2006). Promotion of the language and culture was seen as important in the daily life experiences 
of the dominant community including use of the media. Another example is in the state of 
British Colombia in Canada, where there are 32 official indigenous languages and all are 
recognised as endangered (Cardwell, 2010). Federal government funding that supports native 
languages projects at family, community, and national levels highlight the importance of 
reconnecting generations.  
In Japan, the Ainu people have experienced a turbulent past. In 1868, the dominant Japanese 
Government at the time imposed a number of systematic prohibitions concerning the 
eradication of traditional food gathering practices such as hunting and fishing which 
undermined their culture. In addition, Japanese language schools were built in Hokkaido in 
northern Japan and had a significantly negative impact on the Ainu language (Tahara, 2005). 
The Ainu language is seen to be in a critical state and estimated to have fewer than 15 native 
Ainu speakers remaining, and most are over 60 years old. Te reo Māori is significant to the 
revitalisation efforts of the Ainu language. Over the previous 10 years, groups of Ainu leaders 
and university students have come to Aotearoa New Zealand to learn from Māori about ways 
and methods of how to revitalise a language. In particular, groups of Ainu people have been 
learning about the Te Ataarangi method of teaching te reo Māori to support the teaching and 
learning of the Ainu language in Japan (Martin, 2016).  
Education is seen as a powerful tool for supporting indigenous languages in schools for young 
children and teenagers. For example, in Australia, there are around 250 known indigenous 
languages, but fewer than 20 of these languages can only be assessed as strong (Purdie et al., 
2008). The study showed that 260 schools in Australia were teaching 80 different indigenous 
languages to their students. An important point from the study was that successful indigenous 
language programmes in schools are, and must continue to be, well-supported by indigenous 
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communities including indigenous elders, teachers, and academics in order for them to be 
successful. The teaching of indigenous languages in Australian schools is regarded as crucial 
in that indigenous languages are relevant to all Australians and play a part in the national 
identity (Rigney, 2003). In Canada, there are over 60 indigenous languages and yet these 
languages are not officially recognised in Canada’s constitution (Fontaine, 2017). However, 
indigenous languages fit into Canada’s identity because these languages add cultural 
understanding and also link to the environment through oral stories, traditions, and ceremonies.  
In regard to te reo Māori at a national level, a revitalisation model called ZePa was created 
based on research that had been conducted over three years on te reo Māori to highlight factors 
that either enable or disable language maintenance and acquisition (Rewi & Rewi, 2015). This 
specific model identifies the analytic positions of zero, passive, and active. For example, 
someone positioned at zero on the ZePa model can be interpreted as showing resistance against 
the revitalisation of the language. Someone who is passive is open to the idea about language 
revitalisation but is not willing to be proactive or fully advocate for the language. Someone who 
is active, is proactive in encouraging the use and revitalisation of the language (Rewi & Rewi, 
2015). Therefore, the ZePA model shows how right shifting of a person from the position of 
zero to passive and then to active can make the position of the language stronger in society. 
There has been an ongoing national debate about whether te reo Māori should be a compulsory 
subject taught in New Zealand schools. The argument of compulsory te reo Māori is fiercely 
debated by New Zealand political parties particularly during election time. Many people also 
see the compulsion of te reo Māori in schools as an avenue to support the revitalisation of the 
language (Barback, 2017). A report by Haemata (2019) showed that 97 students of different 
ages participated in focus groups and were asked whether te reo Māori should be compulsory 
in schools. The issue of compulsory te reo Māori provided a mixed response from students as 
they were asked should te reo Māori be compulsory at school for all students and should te reo 
Māori be compulsory at school for Māori students. The response was more favourable to 
26 
compulsory te reo Māori for Māori at 68% compared to 62% for all students. The Ministry of 
Youth Development (2013) states that compulsory subjects in schools exist because the subjects 
have skills that enable students to build key competencies identified in the New Zealand 
Curriculum such as thinking; relating to others; using language, symbols, and texts; managing 
self, participating, and contributing. It can be argued that te reo Māori line up with these key 
competencies.  
Therefore, the state of indigenous languages is significant to human diversity. In particular, 
indigenous languages reinforce the cultural norms and particular views of such indigenous 
groups. There could also be further possibilities where indigenous languages such as te reo 
Māori become compulsory learning areas in schools and how that may support revitalisation 
efforts.  
Language Learning: Motivations, Attitudes and Learning Experiences  
Motivation in second language teaching and learning research has been defined as something 
that can increase the determination and interest for students learning a language (Chilingaryan 
& Gorbatenko, 2015). Motivation has long been identified as a critical factor for success 
(Oroujlou & Vahedi, 2011). The term motivation is regularly used by both teachers and students 
in second language learning and can often be regarded as an important factor when it comes to 
success in second language attainment ((Oxford & Shearin, 1994; Dörnyei & Csizér, 1998; 
Spolsky, 2000). It is also described as a stimulant for achieving a specific goal and is generally 
understood to be a pre-requisite for positive results when learning a language (Johnson, 1999). 
Research shows that those with higher levels of motivation have more chance of success in 
second language learning than those who lack motivation. Therefore, motivation is considered 
to be a determining factor in the success of second language learning (James, 2012; Oxford & 
Shearin, 1994). There is also evidence that shows the importance of engagement and that this 
helps with motivation in the classroom (Connell and Wellborn (1991). Motivation can also 
generally be linked to commitment, persistence, and enthusiasm (Guerrero, 2015).  
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There are a number of language learner motivation theories and models that are related to 
second language acquisition in the classroom. Research conducted by Masgoret and Gardner 
(2003) distinguished two types of motivation: integrative motivation and instrumental 
motivation. Integrative motivation refers to learning a second language because there is a 
genuine wish to connect with the language and culture. Instrumental motivation refers to a 
practical or logical reason for learning a second language (Masgoret & Gardner, 2003). For 
example, a survey of Japanese language students showed that the initial motivation of the 
majority of these students was based on integrative motivation and reasons included a general 
interest in popular and traditional Japanese culture (de Burgh-Hirabe, 2019). Furthermore, 
integrative motivation can be linked with second language students who have the desire to 
connect with people of the community who speak that language (Mahadi & Jafari, 2012), and 
is a central theme of this thesis described in Chapters 4, 5, and 6.  
Intrinsic motivation is similar to integrative motivation in language learning and can be defined 
as a willingness to participate in particular activities because a person feels that they are 
gratifying and attractive (Mahadi & Jafari, 2012). There are a number of studies that highlight 
the importance of intrinsic motivation and the connection to second language learning. For 
example, a study conducted by Kamaruddin, Sha’ri, Ghazali, and Hamdan (2017) investigating 
intrinsic and extrinsic motivation based on extralinguistic factors regarding Malay language 
achievement found that intrinsic motivation among foreign students learning Malay was more 
prominent compared with extrinsic motivation. Extrinsic motivation is also useful in 
understanding the motivations of second language learners and can be defined as external 
factors that are used to motivate to complete a task (Noels, Clement, & Pelletier, 1999). Some 
of the findings from Zubairi and Sarudin (2009) showed that university students were learning 
an additional language for intrinsic reasons such as wanting to meet other people from different 
cultures and backgrounds and to participate in cross-cultural activities.  
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There have been a number of studies showing that students who are intrinsically motivated are 
more likely to engage with learning a language compared with those that are motivated by 
external rewards (Pine, 2018; Ryan & Deci, 2001). A study by Pine (2018) concerning teacher 
trainees’ attitudes and motivations towards learning te reo Māori in an optional te reo Māori 
class delved further into the discussion concerning motivation, by stating that the motivation of 
students learning te reo Māori was increased by the support and encouragement of their parents. 
Parental encouragement is also supported by earlier second language motivation research by 
Gardner (1975), who described that the relationship between parents and their children plays a 
vital role in the motivation and attitudes of children learning an additional language.  
Results by Pine (2018) also indicated that students deemed that the support from their fellow te 
reo Māori learning peers also increased motivation. The examples in Pine’s (2018) research 
clearly shows the importance of relationships and that it is significant to second language 
learning. Group dynamics and language motivation is also further investigated (Dörnyei, 1994). 
In particular, he examines group cohesiveness in the classroom and motivation from a 
classroom viewpoint. Therefore, how students relate to each other in the classroom and how 
these peer relationships can influence motivation. Group behaviour can impact the lives of 
individual students and so group dynamics in the language classroom can enhance the 
motivation of individual students. Group dynamics and language motivation is an important 
theme of this thesis and is described in Chapter 5. The understanding of intrinsic motivation is 
also important to this thesis, as many of the research participants talked about the reasons why 
they were learning te reo Māori and is further discussed in Chapters 4, 5, and 6.  
A study by Ratima and May (2011) identified and reviewed ten factors that would support or 
hinder proficiency development in te reo Māori. Motivations and Attitudes were identified as a 
key factor to building expertise in the language. If students of te reo Māori have the desire to 
interact and maintain contact with Māori communities then they are understood to show 
integrative motivation to learn te reo Māori. Therefore, attitudes of language students affect 
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their motivation to learn te reo Māori. Motivation is dynamic and a powerful factor in 
developing proficiency in an additional language. Motivation relates to second language 
learning outcomes over time. The student participants in this thesis indirectly discuss their 
motivations in Chapters 5 and 6.  
Many researchers have linked motivation as being important to attitude towards second 
language learning experiences (e.g., Flavell, 2012; Gardner, 1985; Oroujlou & Vahedi, 2011; 
Shearn, 2003). The attitude of language learners has a significant impact on the language 
learning process and learning outcomes (Tódor & Dégi, 2016). Attitude is defined as a set of 
beliefs that assess behaviour in a certain way (Gardner, 1985). From a sociolinguistic point of 
view, there are various ways of speaking and each way of speaking can be defined as language 
variety. Language attitudes are feelings that people have about their own language variety or of 
the language varieties of others.  
The study of language attitudes is essential because it can anticipate a given linguistic behaviour 
such as the option of a specific language in multilingual communities. There are a number of 
New Zealand based studies examining the attitudes of learning an additional language. For 
example, the effectiveness of promoting positive attitudes and behaviours of non-Māori New 
Zealanders towards te reo Māori as part of the revitalisation of te reo Māori was investigated 
by de Bres (2008). This research was important because it showed that 56.3% of the participants 
surveyed had positive attitudes towards te reo Māori, 38.8% of the participants were generally 
uninterested in te reo Māori, and 5% of the participants held negative attitudes towards te reo 
Māori. Therefore, the results showed that of the non-Māori New Zealand participants more had 
favourable attitudes towards te reo Māori.  
The research by de Bres (2008) is consistent with other research investigating attitudes of te reo 
Māori conducted by Te Puni Kōkiri (Ministry of Māori Development) in 2006 and 2009. Te 
Puni Kōkiri conducted telephone surveys in both years of both Māori and non-Māori speakers, 
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and 1,500 Māori and 1,500 non-Māori participants were involved. The results showed an 
increase of support for te reo Māori by non-Māori, and that the majority of non-Māori were 
supportive of government initiatives. However, the results of the data collected show that while 
non-Māori were generally supportive of te reo Māori, they could be described as passive 
supporters because there was little change between 2000 and 2009 concerning active 
participation of non-Māori in te reo Māori and cultural events (Te Puni Kōkiri, 2010). de Bres’s 
(2008) research provides important evidence about the experiences and attitudes of adult non-
Māori learners of te reo Māori. However, there is a clear gap in the literature concerning the 
experiences of non-Māori secondary school-aged students. 
A study was conducted by Jenny Lee (2012) concerning school-based marae. The study 
involved three urban school-based marae in Auckland with the aim to understand the culturally 
responsive pedagogy of these marae. Kaupapa Māori research methodology underpinned the 
study and a pūrākau approach was used to support the narrative inquiry. Some of the major 
findings from this study show that school-based marae provide for Māori aspirations in 
mainstream school settings, they offer kaupapa Māori opportunities for Māori students, Māori 
staff, and their whānau, provide opportunities to enhance educational achievement for Māori 
students and how they can assist with te reo Māori and tikanga practices. However, this study 
does not specify how school-based marae can support non-Māori students.  
There have been some studies that analysed additional language programmes in primary, 
intermediate, and secondary English-medium schools in New Zealand. One such study looked 
at the additional language motivations, attitudes, and learning experiences of Year 9 students 
(Jacques, 2009). The students came from diverse ethnic backgrounds and had different prior 
language learning experiences. A strong theme from the research was the importance of 
relationships in the language classroom. Student participants also spoke about family 
connections with particular languages, positive teacher relationships with the students, and 
relationships with their peers. There were some findings in Jacques’ (2009) research linked to 
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attitudes such as benefits, utility, and enjoyment of learning an additional language. Although 
these broad themes were not specifically mentioned by participants in this research project, 
participants did mention issues around the benefits of learning te reo Māori, how they use te 
reo Māori, and what they enjoy in their classes.  
Another particular study investigated the language attitudes and language use of 948 
intermediate and secondary school students of various ethnicities in 13 schools in the greater 
Auckland region (Barkhuizen, Knoch, & Starks, 2006). Over 30% of the participants identified 
as Pākehā, just under 30% identified as being of Pacific heritage, and 1% identified as being of 
Asian heritage. Māori students made up less than 10% of the sample. The study’s questionnaire 
collected demographic information and focussed on students’ language awareness as well as 
their attitudes toward language policy. In the questionnaire, student participants were asked if 
they believed that all New Zealanders should be able to speak English. Students of all ethnic 
backgrounds indicated that they were in favour of all New Zealanders being competent in the 
English language and further added that the English language should be a dominant language 
in Aotearoa New Zealand. Responses varied, however, when students were asked whether or 
not all New Zealanders should be able to speak more than one language. Pākehā students were 
least supportive of the idea, while the Pasifika cohort were most in favour, at 67%. This 
disparity was also reflected in responses to the question of whether or not immigrant children 
should learn the native language of their parents. There was overwhelming support by the 
Pasifika student cohort with 84% in agreement, whereas Pākehā students were the least 
supportive with only 60% in agreement. 
The study by Barkhuizen et al. (2006) is relevant to this thesis because it is important to 
understand the attitudes of both Māori and non-Māori students of te reo Māori. A point of 
difference between Barkhuizen et al.’s (2006) research and this thesis is that most of the 
students surveyed in the aforementioned study spoke little te reo Māori which differs from the 
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speaking skills of the students interviewed in this research. Therefore, the aim of this thesis is 
to further contribute to the research concerning attitudes of te reo Māori.  
When students from this study were asked which language they would like to speak well, 
responses clearly indicated a fondness for learning the language from their own respective 
ethnic group. In particular, Māori students were the most interested of any ethnic group in 
speaking te reo Māori well. Similarly, Pasifika students were more favourable to Pasifika 
languages and Asian students were more favourable to Asian languages. Based on these 
findings, it was argued that even though there has been widespread, national promotion of te 
reo Māori and it is an official language of Aotearoa New Zealand, there was little valuing of te 
reo Māori among non-Māori student groups (Barkhuizen et al., 2006). The Asian student cohort 
least wanted to speak te reo Māori well at 9%, Pasifika students at 14% and Pākehā students at 
19%. It is important to mention from the survey that only 6% of the students surveyed were 
able to have a conversation in te reo Māori. The results showed that there were very few non-
Māori students who could converse in te reo Māori (1% of Pākehā students, 1% of Pasifika 
students, and no Asian students) (Barkhuizen et al., 2006). The student participants in the 
current research project highlighted their positive experiences learning te reo Māori. The 
research project also offers a perspective on non-Māori who are able to have conversations in 
te reo Māori at different fluency levels.  
Ethnicity was not the only factor that contributed to students’ attitudes towards te reo Māori, 
with the age and school level of students also influencing responses. In particular, intermediate 
students (ages 12–13) were more receptive, open, and positive towards language diversity 
compared to secondary school students (ages 14–18) (Barkhuizen et al., 2006). It could be 
argued from this that intermediate students were more open to different language practices, 
policies, and preferences. Interpreting the implications of these findings, Barkhuizen et al. 
(2006) argue that there needs to be a stronger focus on language learning in early school years 
and an imperative to find ways to maintain and continue the language interest of students during 
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their secondary school years. The focus on language learning in the early years to high school 
is relevant to this thesis because the students discuss this issue and share their thoughts of 
compulsory te reo Māori in schools.  
A number of common myths concerning the study of additional languages other than English 
or te reo Māori in New Zealand has arisen (Shearn, 2003). Students between 11 and 13 years 
of age were interviewed about their attitudes towards international language learning. Data was 
gathered from a selection of teaching staff from the schools and some parents. There was a 
limited understanding of the skills that could be developed from learning a second language 
among secondary school students and teachers. Students reported mostly positive experiences 
when learning an additional language in New Zealand, but were often restricted with the 
advanced learning of languages due to the lacklustre attitudes that society has on international 
language learning (Shearn, 2003). It was also noted that positive attitudes towards language 
learning can develop from previous experiences of language learning, overseas travel, or 
encouragement by parents (Shearn, 2003). This is relevant to this thesis because some of the 
participants of this research described their previous learning experiences.  
This study also highlighted a pressure on schools to focus on school subjects that are perceived 
to be more relevant for future employment opportunities (Shearn, 2003). A study by Gallagher-
Brett (2004) research interviewed secondary school students and stated that there is also an 
expectation that learning an additional language would support their future, in particular, their 
career aspirations.  The low level of language learning in the New Zealand education system 
can be attributed to barriers in the education system and individual school culture (Shearn, 
2003). The findings by Shearn are valuable in that they provide a snapshot of the attitudes 
towards additional language learning in New Zealand schools.  
There is similar research that investigated the experiences of primary school-aged children, 
both Māori, and non-Māori, learning te reo Māori (Waikari, 2011). Waikari (2011) interviewed 
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four students, four teachers, and four caregivers with an even number of Māori and non-Māori 
participants in each category. The student participants identified times in the class when they 
were asked to only speak and answer questions in te reo Māori. The students also identified 
learning Māori myths and legends and being involved in drawing activities. The Pākehā teacher 
participants mentioned the term ako (reciprocal learning), and admitted that some of their 
students knew more than them and would teach them and become experts in particular lessons. 
A Pākehā father interviewed spoke about his children coming home singing Māori songs and 
chanting haka (Māori cultural dance). A student also said that learning te reo Māori at school 
gave her an opportunity to teach her family at home (Waikari, 2011). This particular research 
highlighted the varying perspectives of learning te reo Māori among a range of participants 
within a wider primary school community. The findings provide insight into the views of both 
Māori and non-Māori learning te reo Māori, although the examination of students’ perspectives 
was limited. There is a case for further research in this field to achieve a more detailed picture 
of the current situation in schools. 
Identity and Language Learning  
The relationship between identity and language learning is a prominent theme in this thesis. 
This is because the aim was to understand the relationship between the non-Māori student 
participants of this research and their learning of te reo Māori. The students interviewed in this 
research were not Māori, but they spoke about how learning te reo Māori was a key feature of 
their own identity and a more general facet of an Aotearoa New Zealand identity. This section 
identifies and summarises a number of studies that investigated correlations between identity 
and language learning.  
The notion of identity has often been used in the subjects of social sciences, education, 
humanities, and linguistics (Morgan & Clarke, 2011). Identity has been identified as an 
important construct in language learning and can be defined as how a person recognises and 
interprets their relationship to the world, how that relationship is arranged across time and 
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space, and how a person interprets and understands possibilities for the future (Norton, 2013). 
This is further supported by identity being linked to the psychic, social, and semiotic work 
needed to understand and maintain a sense of unification over time and space (Eagleton, 2000). 
Identity can also be argued as way of how we view ourselves and how others view us. 
Furthermore, identity can also be linked with social contexts and the social practices that 
individuals participate in on a daily basis (Wu, 2011). Akbar (2016) identified a number of 
factors such as school setting, societal pressure, and parental influences that can contribute to 
second language learning. Some studies have identified that language is critical for expressing 
oneself (Banham, 2014; Flavell, 2012) and that learning another language can also mean 
learning a new identity as there is a tendency for language learners to identify and integrate 
with the cultural references of that additional language (Sa’d, 2017).  
Two paradigms are provided concerning identity and language learning (Kouhpaeenejad & 
Gholaminejad, 2014). The first paradigm is the monocultural cognitive view where the 
individual is considered autonomous, free, and self-sufficient. The second paradigm is 
constructivism where society plays a central role in the identity of the individual. Furthermore, 
there are two theories that originate from the constructivism paradigm: social theory where 
identity is both social and personal, and cross-cultural theory that links to the ideas of 
independent-self and-interdependent self (Markus & Kitayama, 1991). Identity and second 
language learning is complex. However, I believe that the constructivism paradigm connects to 
this thesis because of how students interact with both the social and personal aspects of their 
identity and how this connects with their communities.  
There is also research that shows how globalisation has raised issues concerning language 
affiliation and identity (Vaish, 2016). The author uses an example from Singapore where many 
language learners are learning their native language as a second language in English-medium 
settings. By the time the students finish their schooling, their connection of and with English 
could be greater than with their native language. Therefore, for many of those living in 
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Singapore, there could be issues concerning what precisely is their first and second language. 
Other Asian countries have seen the English language as both an empowering tool and as a 
disempowering tool (Tsui, 2005). For example, the promotion of English in a number of Asian 
countries has been driven by globalisation and enabled greater development in multilingualism 
and multiculturalism. At the same time, there is growing evidence of the dominance of English 
over other languages and that can have deep implications for their national and cultural 
identities (Tsui, 2005). Similarly, for te reo Māori, there have been great concerns about the 
dominance of English and how this has the state of the language.  
Te reo Māori is considered central to the Māori culture and there is a strong connection between 
te reo Māori and Māori identity (Te Huia, 2016). The ability to speak te reo Māori competently 
and understand tikanga Māori is considered significant and therefore can be used to determine 
one’s Māori identity but is not essential (Mcintosh, 2005). Whakapapa (genealogy) is another 
central connection to Māori identity as it symbolises relationships with the living and the 
departed. The connection between language and culture is strongly supported by Damon (1987) 
that culture and language are closely interconnected. In addition, Damon (1987) argues that 
culture is communicated through language and that cultural patterns are therefore reflected in 
language. The views of Damon (1987) are supported by Pourkalhor and Esfandiari (2017) who 
suggest that when you are learning a language, you are learning to think and behave in the 
cultural context of that language. Therefore, learning an additional language involves not only 
acquiring knowledge about the language but also being aware of beliefs, attitudes, and 
principles that structure the language to be in line with the culture. 
As previously mentioned in chapter one, land wars occurred between Māori and the Crown in 
areas such as Waikato, Taranaki, and Bay of Plenty during most of the 19th century. There has 
also been a national debate about the mandatory teaching of New Zealand Land Wars in schools 
(Maitland, 2018). The New Zealand curriculum does not currently require schools to teach 
particular historical topics and is one of the few countries that teaches very little about its own 
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history. School teachers are fearful of teaching content they themselves do not fully understand 
(Husband, 2016). However, the teaching of New Zealand Land Wars is a common feature in 
senior te reo Māori class in secondary schools. The recognition of New Zealand Land Wars is 
important for cultural identity and play an important role in defining the unique identity of 
Aotearoa New Zealand and will be further discussed in Chapter 6.   
Te reo Māori has experienced a tumultuous past, as previously stated, and it is reported that 
only 21.3% of Māori can have an everyday conversation in te reo Māori (Statistics New 
Zealand, 2013). With few Māori able to converse in te reo Māori, this raises concerns and issues 
regarding both the current health of te reo Māori and Māori identity based on language 
proficiency. There is a suggestion that Māori language speakers would support inclusive Māori 
identity definitions for language speakers as this may encourage Māori that are not te reo Māori 
speakers to learn their heritage language (Te Huia, 2016). 
There is also no academic research available concerning the experiences of non-Māori students 
who attended Māori language immersion schools such as kōhanga reo and kura kaupapa Māori. 
As previously mentioned in Chapter 1, the original intention of kura kaupapa Māori focussed 
on maintaining te reo Māori, providing students with knowledge of te ao Māori, and raising 
them in a kaupapa Māori environment with a holistic approach to their educating (Harrison & 
Papa, 2005). Therefore, these kaupapa Māori education settings plays a crucial role in 
supporting Māori identity and could be useful for non-Māori students to learn more about 
aspects of what constitutes a Māori identity.  
The themes of identity are pertinent to this thesis as interacting and participating in te ao Māori 
is a focus of this thesis. The role of te reo Māori and how the language connects to a New 
Zealand identity is also discussed in Chapter 6.   
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Non-Māori Learning te reo Māori 
Māori culture has been gradually welcomed and embraced by Pākehā adults. There is a growing 
understanding that Aotearoa New Zealand is doing well when the Māori culture is thriving 
(Waitangi Tribunal, 2011). Although some of the research presented in the previous section 
indicates that non-Māori secondary students are the least likely to learn te reo Māori, no 
research has specifically focused on the motivations, attitudes, and learning experiences of non-
Māori secondary school students who choose to learn te reo Māori. However, some studies 
have investigated the learning experiences of non-Māori adult learners of te reo Māori.  
The motivations of Pākehā adult learners of te reo Māori were investigated by Thompson-Teepa 
(2008). Her research examined themes including the motivations of Pākehā in learning te reo 
Māori, the role of the Pākehā introduced education system in suppressing the Māori language, 
the motivations of early Pākehā settlers in learning the Māori language, and the motivations of 
Pākehā adult learners to learn the Māori language. Five adult Pākehā living in the Otago region 
were interviewed about their motivations towards learning te reo Māori. All the participants 
had occupations where te reo Māori played an essential role in their jobs. Some of the reasons 
they mentioned for learning te reo Māori included righting past injustices, taking hold of 
opportunities, and acknowledging the importance of te reo Māori to the national identity of 
Aotearoa New Zealand. For example, one participant revealed that his father had wanted him 
to learn te reo Māori at high school instead of German, because his father believed that te reo 
Māori was an integral part of being a New Zealander. Two participants stated that guilt due to 
past injustices played a role in their learning of te reo Māori. The participants of the research 
mainly discussed learning about other languages and cultures, but did not acknowledge that 
there was an opportunity to learn about the indigenous language and culture of their own 
country (Thompson-Teepa, 2008). 
The study showed that adult Pākehā learners had favourable attitudes towards learning te reo 
Māori when working in an environment where te reo Māori was central. All participants 
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recognised, and were critical of, the role played by their ancestors in suppressing te reo Māori. 
The participants also spoke about experiencing negative responses from both Māori and Pākehā 
towards their aspirations to learn te reo Māori as Pākehā. Some participants spoke about being 
told that Pākehā should not be learning te reo Māori, and noted that past Pākehā learners have 
shown arrogant and conceited attitudes towards te reo Māori (Thompson-Teepa, 2008). There 
are Māori that are supportive of Pākehā learning te reo Māori, but there are genuine fears that 
Pākehā will take full control of te reo Māori (Ngaha, 2011). There is also some concern by 
Ngaha (2011) regarding the control of te reo Māori in research. Some participants in Ngaha’s 
(2011) research mentioned that Māori must always be in control of te reo Māori.  
Other studies have also explored the experiences of adult Pākehā learners of te reo Māori and 
how their learning enabled them to gain a better understanding of what it means to be a Pākehā 
living in New Zealand (Jellie, 2001). This research also investigated reasons why Pākehā 
wanted to learn te reo Māori and their experiences being involved with Māori culture. The 
research involved 12 participants from a range of ages with an even split of men and women. 
This research concluded that there were many different reasons why Pākehā wanted to learn te 
reo Māori. Some participants said that they had empathy towards the Māori language and 
culture. Other participants noted that learning te reo Māori was an essential part of the New 
Zealand identity (Jellie, 2001). An awareness of social justice was a theme derived from the 
interviews of the participants and drew them to want to learn te reo Māori. Two of the 
participants in the study talked about witnessing racial inequality in other countries that made 
them mindful of the situation in New Zealand (Jellie, 2001).  
In the same study, the experiences of learning te reo Māori by the participants were 
overwhelmingly positive (Jellie, 2001). Participants who learnt te reo Māori at an early age 
spoke about having a close affinity towards te reo Māori during their childhood. All participants 
mentioned that their learning experiences were incredible and that their positive learning 
experiences compensated for their negative experiences. Some participants had observed that 
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at times it was not an easy path to be Pākehā and to also be a learner of te reo Māori. A common 
theme by the participants was that they wanted to be comfortable in both Pākehā and Māori 
worlds. A difficulty that they experienced was the frustration of not being able to speak te reo 
Māori or vocalise their support of Māori issues to their Pākehā peers without feeling animosity 
from them for doing so. Participants also felt discouraged at times when participating in the 
Māori world because they were not able to identify as Māori or not fully as Pākehā (Jellie, 
2001).  
The attitudes of 15 non-Māori university staff members, both academic and general, who either 
wanted to learn te reo Māori or were learning te reo Māori were researched by Myhre (2015). 
Participants were asked about their attitudes towards te reo Māori, the reasons why they wanted 
to learn or speak the language, the reasons why they chose to learn and speak te reo Māori in 
the workplace, and the contextual factors for learning te reo Māori in Aotearoa New Zealand. 
Findings showed that there was little academic research on the workplace as a productive place 
for language revitalisation to occur, particularly for te reo Māori. A recommendation from the 
research was that if there was more support and encouragement for workers to speak te reo 
Māori in the workplace, that this would improve the general feeling of the language in the 
workplace (Myhre, 2015). It could be argued that more research concerning te reo Māori being 
spoken and used in workplaces would be valuable and of great use to the ongoing revitalisation 
of the language.  
Ngaha’s (2011) doctoral thesis primarily investigated the link between Māori identity to the 
understanding of te reo Māori and also featured a segment concerning the idea of encouraging 
non-Māori to learn te reo Māori. Many hui (meetings) were conducted with a number of Māori 
communities regarding their views on whether or not they supported non-Māori learning te reo 
Māori. A number of Māori respondents answered that they were not highly supportive of non-
Māori learning te reo Māori and provided a number of reasons. Some of these reasons included 
that priority should be for Māori to learn te reo Māori, the potential abuse of te reo Māori, 
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control of te reo Māori, and the potential commodification of te reo Māori (Ngaha, 2011). Some 
of the participants of the hui responded positively and included reasons such as improving race 
relations and the potential to grow te reo Māori. The research by Ngaha (2011) is important 
because it gives a perspective of some Māori adults on the issue of non-Māori learning te reo 
Māori.  
A study by Mitcalfe (2008) explored the perspectives of six adult Pākehā who have studied in 
Māori cultural learning contexts. The participants of this research studied te reo Māori and 
tikanga Māori and highlighted a link between the marae and authentic Māori cultural learning 
experiences. These Māori cultural learning opportunities enabled the participants to value the 
history of Aotearoa New Zealand, and appreciate te reo Māori and tikanga Māori.  
It is obvious that there is a clear gap in the literature concerning the experiences, motivations, 
and attitudes of non-Māori secondary school-aged students learning te reo Māori. The aim of 
this thesis is to contribute to this gap in the knowledge. 
Conclusion 
This review of the literature indicates that motivation plays an essential role in additional 
language learning and can come in a variety of different forms depending on the language 
learner. Research conducted to date also suggests that younger school students are likely to hold 
more favourable attitudes towards language learning than secondary school students. The 
research also suggests that students who are not Māori, particularly Pākehā students, are far less 
likely to show concern for learning te reo Māori. The literature also highlights the critical role 
played by the culture of the school when it comes to students deciding to learn an additional 
language. There was also research concerning the revitalisation efforts of other indigenous and 
minority languages and how formal education can play a critical role in supporting such efforts 
Most of the research conducted on non-Māori learners of te reo Māori has focussed on adult 
learners. This literature identifies a range of reasons for non-Māori adults learning te reo Māori 
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including acknowledging the indigenous language of New Zealand, positively interacting with 
Māori people, and recognising the history and recession of the language. The attitudes towards 
te reo Māori by non-Māori are generally favourable and optimistic (Te Puni Kōkiri, 2010).  
From this literature review, it is clear that there is a strong need for academic research of non-
Māori secondary school students learning te reo Māori. Understanding what motivates non-
Māori students, their attitudes, and their learning experiences is vital if policy regarding the 
revitalisation of te reo Māori language learning in schools is to be effective. This will be 
investigated further in the following chapters. The next chapter provides an overview of the 
structure of the research project and explains the methods and methodology.  
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Chapter 3: Pēwheatanga/Methodology and Methods  
Ko te hōkai nuku. Ko te hōkai rangi. Ko te hōkai a tō tūpuna, a Tānenuiarangi. 
 
Here I am swiftly moving by the power of my prayer for swift movement. Swiftly moving 
over the earth, through the heavens and the swift movement of your ancestor. 
Introduction 
The meaning of the tauparapara (chant) at the beginning of this chapter describes Tāne’s ascent 
through the 12 heavens to bring back to earth the three baskets of knowledge including: te kete 
aronui (basket of aroha, peace, and the arts and crafts), te kete tuauri (baskets of the creation of 
the natural world and the patterns of energy) and te kete tuatea (basket of ancestral knowledge). 
This is an explanation of the origin of esoteric forms of knowledge from a Māori perspective 
and the learning and testing rituals Tāne had to endure in order to obtain them (Calman, 2012).  
As Māori knowledge and ways of doing things are intertwined in this research, it was 
appropriate to use a methodological framework that was Māori in its design and analysis. A 
kaupapa Māori framework (G. H. Smith, 1997) was selected to guide the development of the 
research methods, interactions with research participants, analysis of the data, and presentation 
of the findings. The purpose of this research project was to investigate the motivations, 
attitudes, and learning experiences of non-Māori students learning te reo Māori at Rutherford 
College. Whilst Māori in its approach, I argue that the use of kaupapa Māori methodology can 
be appropriate for non-Māori participants who choose to locate themselves in te ao Māori.  
This project addressed the following research questions: 
• What are the motivations of non-Māori secondary school students learning te reo Māori? 
• What are the attitudes of non-Māori secondary school students towards learning te reo 
Māori? 
• What are the experiences of non-Māori secondary school students learning te reo Māori? 
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This chapter outlines the methodology and methods of the study. It begins with a general 
overview of kaupapa Māori theory and how it was used in this research project. In particular, 
kaupapa Māori principles are defined and described in accordance with this research project. 
Another section of this chapter describes the methods used to support the underlining kaupapa 
Māori principles. The ethical procedures adhered to and how potential research participants 
were approached are also discussed. This is followed by a discussion of the data collection and 
data analysis methods. There will be a section on researcher reflexivity. The chapter concludes 
with an overview of the ethical issues of this research project.  
For the purpose of this research project, qualitative data was collected through photovoice 
(Sutton-Brown, 2014) in collaboration with semi-structured interviews that focussed on the 
motivations, attitudes, and experiences of learning te reo Māori. The interview data was 
transcribed, coded, and categorised into themes related to the main research questions. A 
qualitative approach is more congruent with Kaupapa Māori because it better enables research 
participants to contribute more freely and they may experience it as a more empowering process 
(Barnes, 2000). 
Kaupapa Māori Theory 
Kaupapa Māori theory underpinned the methodology of this research (see Bishop & Glynn, 
1999; G. H. Smith, 1990). Kaupapa Māori theory has significantly impacted Māori education 
and research. According to Kuhn (1962), a research paradigm is shared beliefs understood 
between researchers about how problems should be addressed. Research paradigms can be 
described through their ontology and epistemology (Guba, 1990). Kaupapa Māori ontology 
concerns the traditional practices that inform what it means to be Māori (Henry & Pene, 2001). 
It is the set beliefs and social practice such as whanaungatanga, kaitiakitanga (guardianship) 
and kotahitanga (oneness) that help inform kaupapa Māori ontology. The definition of 
epistemology is the study of knowledge acquisition and explains why our minds relate to reality 
and the validity of relationships (Guba, 1990). Kaupapa Māori epistemology is an indigenous 
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form of critical theory that focuses on the notions of liberation, struggle, critique, and 
emancipation (Mead, 1996). Kaupapa Māori scrutinises existing power structures and social 
inequalities (Pihama, 1993). In addition, kaupapa Māori is a conceptualisation of Māori 
knowledge and has strong cultural and theoretical foundations (Nepe, 1991). Students who 
participated in this study had knowledge of Māori epistemologies and connected to kaupapa 
Māori ways of knowing through the learning of pūrākau (stories), whakapapa (genealogy), and 
whanaungatanga. An ontological Māori approach can be seen as transformational and 
producing positive outcomes (Hindle, Hynds, Averill, Meyer, & Faircloth, 2017).  
The general aim of kaupapa Māori research addresses issues concerning injustice, inequality, 
and social change (Mead, 1996). Kaupapa Māori methodology endeavours to identify and 
support Māori views, solutions, and ways of knowing and doing (G. H. Smith, 1990). It also 
seeks to understand and represent Māori as Māori. It is an attempt to retrieve a space for Māori 
voices and perspectives. Kaupapa Māori research supports Māori researchers to think through 
ethical, methodological, and cultural matters before, during, and after the research has been 
conducted (Pihama, 2010). Therefore, the research of this thesis is important for understanding 
the views of non-Māori secondary school learners of te reo Māori and how this links to the 
potential growth of te reo Māori.  
Kaupapa Māori methodology originated from the experiences of Māori in search of their tino 
rangatiratanga (self-determination) and mana motuhake (autonomy) (Pihama, Cram, & Walker, 
2002), and as such, it is an approach that has a clear political and cultural intention. Nepe (1991) 
discusses the importance of Māori knowledge being owned and controlled by Māori. The 
importance and significance of te reo Māori is an integral part of kaupapa Māori. Te reo Māori 
is a taonga that is protected under Te Tiriti o Waitangi and is therefore fundamental to kaupapa 
Māori theory. It is also vital that te reo Māori be used when appropriate in Kaupapa Māori 
research as the language can link to Māori cultural values, history, and beliefs (Powick, 2003). 
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There is also an expectation that the researcher has Māori language and cultural competencies 
to perform in a kaupapa Māori based research project.  
There are eight fundamental principles that summarise kaupapa Māori within the context of 
education: tino rangatiratanga, taonga tuku iho (cultural aspiration), ako Māori (culturally 
preferred pedagogy), kia piki ake i ngā raruraru o te kāinga (socio-economic mediation), 
whānau (extended family structure), kaupapa (collective philosophy), Te Tiriti o Waitangi (The 
Treaty of Waitangi) and āta (growing respectful relationships) (Rautaki Ltd & Ngā Pae o te 
Māramatanga, n.d.). The principles of kaupapa Māori were first described by Graham 
Hingangaroa Smith (1990) and have been further extended by some Māori researchers such as 
Linda Tuhiwai Smith (1999; 2005), Leonie Pihama (2010) and Russell Bishop (2005). The 
fundamental kaupapa Māori principles that informed this research project are explored next.  
The first kaupapa Māori principle is tino rangatiratanga. This principle is about autonomy and 
self-determination (Pihama et al., 2002). It is about Māori determining meaningful control of 
their own cultural affairs and wellbeing. Tino rangatiratanga is identified as being fundamental 
in supporting educational initiatives that support Māori students, Māori academic achievement, 
and te reo Māori (Bishop & Glynn, 1999). It is argued that tino rangatiratanga can also be used 
for relationships between Māori and Pākehā (Penetito, 2010). The implementation of culturally 
preferred Māori pedagogies in a secondary school and its impact on learners has been 
investigated by McDonald (2016). McDonald (2016) noted examples where tino rangatiratanga 
was practised in the classroom when students were allowed to form and express their own views 
and opinions. As a Māori researcher in a kaupapa Māori led project, it is vital that this research 
proves to be beneficial to Māori because the aim of this research is to support the legitimacy of 
te reo Māori.  
The second kaupapa Māori principle is taonga tuku iho. The focus of taonga tuku iho is the 
authenticity and validity of te reo Māori, Māori culture, and mātauranga Māori (Rautaki Ltd & 
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Ngā Pae o te Māramatanga, n.d.). A kaupapa Māori approach enhances and validates the use of 
Māori knowledge, such as the learning of te reo Māori which is a critical component of this 
thesis. An example of this is research by McDowell (2017) who looked at university teacher 
educators working together with te ao Māori to understand the cultural competencies of 
Tātaiako (a policy document that supports Māori students to achieve academic success as 
Māori) (Ministry of Education, 2011). McDowell’s (2017) research illustrates the principle of 
taonga tuku iho through hui that valued pūrākau, whakapapa, people, and places. McDowell’s 
(2017) research also had a focus on valuing te reo Māori and te ao Māori, which are fundamental 
components of the Tātaiako strategy. Similar to this research project, the ongoing advancement 
of te reo Māori is central and the entire process of this project legitimises kawa (Māori customs) 
and tikanga such as the use of karakia (prayer) and opportunities to use te reo Māori in hui. This 
research recognised how the students actualised their Māori cultural aspirations through 
learning te reo Māori by supporting and strengthening their identity as New Zealanders, and is 
discussed later in this thesis.  
The third kaupapa Māori principle is ako Māori. The purpose of this principle is to validate 
teaching and learning practices that are distinctive to a Māori context (Rautaki Ltd & Ngā Pae 
o te Māramatanga, n.d.). The principle of ako Māori also acknowledges and responds to other 
pedagogies that may be of benefit to Māori, particularly where there are cultural similarities, 
especially from Pacific and Asian cultures (G. H Smith, 1992). Graham Smith (1992) also 
describes that in a Māori context, knowledge is a collective and that there is a responsibility to 
use knowledge to support and benefit others. Ako has also been used in a general education 
context to mean a learning relationship between the teacher and the learner, and that the teacher 
is also learning from the student (Alton-Lee, 2003). In this research project, ako is important as 
it describes some of the learning relationships between the non-Māori students of te reo Māori 
and the Māori students of te reo Māori.  
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The fourth kaupapa Māori principle is whānau (extended family structure). The concept of 
whānau is fundamental to kaupapa Māori (Rautaki Ltd & Ngā Pae o te Māramatanga, n.d.). The 
cultural values of Māori are closely connected to whānau. The concept of whānau can be also 
be described as either having a whakapapa whānau link or those who are kaupapa whānau 
linked (friends and colleagues) (Te Huia, 2016). Support from both whakapapa whānau and 
kaupapa whānau helps Māori heritage language learners be more confident in their Māori 
identity (Te Huia, 2016). Although the research participants in this project were not Māori, 
many of the students spoke about their close relationships with both their own families and the 
Māori students in their te reo Māori classes, and this is discussed in Chapter 5.  
The fifth kaupapa Māori principle is Te Tiriti o Waitangi (Pihama, 2001). The principle of Te 
Tiriti o Waitangi reaffirms the relationship between Māori and the Crown. One of the intentions 
of signing the Treaty of Waitangi was to protect the rights of Māori to their land, fisheries, and 
treasures. In a contemporary educational setting, this principle is used as a means to protect 
Māori language and culture and also affirm Māori rights. For example, Bishop (2005) wrote 
about the importance of Māori cultural recognition and the changing power relations in 
mainstream education. He recognised Te Tiriti o Waitangi as a document that supports equal 
power relationships in schools that legitimise Māori representation and participation. In this 
research project, non-Māori students chose to learn te reo Māori and as a result, I argue that 
they play a role in protecting te reo Māori as treaty partners. Bishop (1996) also argues that as 
both Māori and non-Māori are Treaty partners, both have obligations to participate in research 
that supports Māori tino rangatiratanga. This research presents a powerful example of a Māori 
researcher’s non-Māori participants’ commitment to the protection of te reo Māori.  
The sixth kaupapa Māori principle is āta. This principle concerns the building and nurturing of 
relationships (Rautaki Ltd & Ngā Pae o te Māramatanga, n.d.). The principle of āta was 
developed by Tania Pohatu (2004), and its initial purpose was for use in the social services area. 
However, āta can be employed in other fields such as education because of the importance of 
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growing respectful relationships with others. Hollis-English (2017) identified the principle of 
āta as being essential for working with indigenous people in social work by understanding 
relationships and wellbeing when working with Māori. Another focus of āta is ways of behaving 
and negotiating boundaries with people, environment, and kaupapa. The principle of āta is a 
particularly important principle for me as a researcher in a kaupapa Māori context to create 
meaningful relationships with the non-Māori student participants in this research.  
Graham Hingangaroa Smith (1997) summarises kaupapa Māori as an expression to describe 
the practice and beliefs of a culturally informed Māori way of being. Kaupapa Māori considers 
three essential themes that underpin the kaupapa Māori paradigm in education. These themes 
include the validity and legitimacy of Māori, the importance of the survival and revitalisation 
of te reo Māori, and the struggle for autonomy over one’s cultural wellbeing (G. H. Smith, 
1997).  
Within the broader context of kaupapa Māori research, there are a number of methodological 
tools such as pūrākau that have been used as an indigenous narrative inquiry method (Lee, 
2009). Pūrākau is commonly illustrated through storytelling such as myths and legends. 
Indigenous cultures have used storytelling as a means to decolonise and disrupt the Eurocentric 
viewpoint and standard colonial practices (Sium & Ritskes, 2013). Pūrākau forms part of the 
body of traditional Māori oral literature and are communicated through mōteatea (chants), 
whaikōrero (speech making), whakapapa and whakataukī as an indigenous decolonising 
methodology (Lee, 2009). Pūrākau are described as a methodology that “draws from and 
responds to the wider historical, social and political research contexts, in particular, early New 
Zealand ‘research’ context that recorded pūrākau as myths and legends” (Lee, 2009, p. 1). 
Māori narratives, such as pūrākau, offer a method to give space to those who at times are not 
frequently heard or listened to (Lee, 2009). In this research project, I adopted the pūrākau 
approach and this was used as a tool for information and narrative gathering. It allowed 
participants to share individual and personal experiences through the focus group and 
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photovoice interview process and is described later in this chapter. For this research, the 
relationship between pūrākau and photovoice is that the photos the students took and shared in 
the semi-structured individual interviews allowed the students to use the photos as prompts to 
continue to share their personal stories. Therefore, the photovoice opportunity emphasised the 
pūrākau aspect of this research.  
There is ongoing debate regarding the participation of non-Māori in kaupapa Māori research. 
Some Māori researchers are sceptical because of past negative experiences (Hoskins & Jones, 
2012). Barnes (2013), investigated what Pākehā can learn from engaging in kaupapa Māori 
educational research. He argues that Pākehā must be prepared to explore their own research 
praxis with Māori, or they may run the risk of producing research that is monocultural and 
monological. Pākehā engagement with kaupapa Māori can be valuable and contribute to the 
knowledge of how Māori and non-Māori can work collaboratively on particular issues such as 
Māori educational wellbeing and Māori language revitalisation efforts. Bishop (1996) believes 
that research for Māori should be conducted by Māori, but also considers the importance of the 
role of non-Māori. In addition, some highly-skilled non-Māori researchers are willing to work 
in Māori controlled environments. In this project, I am Māori and the participants are non-Māori 
and willingly spoke about their experiences learning te reo Māori. The engagement of non-
Māori students learning te reo Māori is the central theme of this research and is a crucial 
component of the ongoing revitalisation of te reo Māori.  
Although the research participants are not Māori, I argue that a kaupapa Māori methodology is 
appropriate for this research project because the significant subject matter of this project 
concerns the ongoing revitalisation and learning of te reo Māori. I am Māori and have worked 
alongside non-Māori secondary school students who shared their learning experiences and 
motivations learning te reo Māori. The students chose to participate in te ao Māori (see also 
Chapters 4, 5, and 6). Therefore, kaupapa Māori methodology may also be appropriate for 
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similar projects where the participants are non-Māori and this research will show that it should 
not be ruled out as a methodological option when working with non-Māori.  
Alternatively, some researchers believe that the kaupapa Māori methodology approach is not 
adequately scrutinised. For example, Elizabeth Rata (2004), a non-Māori researcher and critic 
of kaupapa Māori methodology, argues it is anti-democratic and fundamentalist because it 
contributes to ethnic division. Rata (2004) also mentions the heavy influence of kaupapa Māori 
in New Zealand schools and claims that kaupapa Māori creates division and is intellectually 
and scientifically flawed because there is a lack of evidence (Rata, 2004). However, kaupapa 
Māori allows Māori researchers to carry out their own research that gives them opportunities to 
have a better understanding of issues that are important to Māori (Barnes, 2000). A kaupapa 
Māori approach allows tikanga Māori to drive research and is the application of Māori 
knowledge (Nepe, 1991). Therefore, there is a place for non-Māori to participate in kaupapa 
Māori research, but it is essential that Māori play the lead role in this research and that kaupapa 
Māori values are adhered to at all times.  
Although this research project included non-Māori participants, kaupapa Māori methodology 
underpins the focus, data gathering analysis because it has a strong emphasis on the continuing 
revitalisation of te reo Māori—which is an essential feature of kaupapa Māori research. 
Attempts to regenerate te reo Māori have struggled against previous government policies that 
nearly caused the extermination of the language (Anaru, 2011). Hence, this research will reflect 
and express Māori aspirations, values, and principles. The use of tikanga Māori is prevalent 
throughout the research process through the use of written and spoken te reo Māori, as well 
reciting karakia, but it is important to note the non-Māori background of the participants. 
Therefore, karakia that were familiar to the students were recited before and after each of the 
meetings. It is not the right of a Māori researcher to impose kaupapa Māori on non-Māori 
participants any more than it would be for non-Māori researchers to impose research paradigms 
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on Māori. However, the research participants were students who self-selected to participate in 
te ao Māori and were developing their understandings of te reo Māori and tikanga Māori.  
Qualitative Research Methods 
This is a qualitative study examining how non-Māori students describe their experiences and 
motivations learning te reo Māori in an English-medium secondary school. Qualitative research 
methods seek to understand a research problem, and are useful for understanding a range of 
societal issues that can arise from a number of cultural contexts (Tracy, 2013). Qualitative 
research methods can also be used to understand relationships, and particularly why people 
engage in such relationships and how interactions can emerge and change as a result (Tracy, 
2013). In addition, qualitative research methods are popular in conjunction with kaupapa Māori 
research and tend to align better with a Māori way of conducting research (Walker, Eketone, & 
Gibbs, 2006). Qualitative methods can be viewed as more suitable for participants in kaupapa 
Māori research as this type of research has the opportunity to empower the participants (Barnes, 
2000). Therefore, qualitative research methods fit with the current research project because 
individual interviews and a focus group of the students were used for data collection. This 
allowed students to express their personal views and opinions and therefore, empower their 
viewpoints. It also allowed greater detail to be shared by the participants and provide further 
insights into their experiences learning te reo Māori. In the focus group, students were able to 
feed off each other, bounce ideas off each other, and were comfortable with the other students 
around. I also observed commonalities and differences between student participants. A 
qualitative research approach was appropriate for this research topic because it was an in-depth 
study of a small group of non-Māori secondary school te reo Māori learners using semi-
structured interviews that allowed for conversations and the sharing of stories to occur and 
therefore provided rich and insightful data. Individual and group interviews provided 
opportunities to be more actively responsive to the participants (Patton, 2001). Qualitative 
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methods are in line with kaupapa Māori research because they provide research participants 
with opportunities to express their thoughts and opinions in their own way (Barnes, 2000).  
While qualitative research methods have a number of strengths (Creswell, 1998), they also 
present some limitations. Some issues may arise from using qualitative research in that the 
transcription process is more time-consuming as this can involve data cleaning, analysis, and 
interpretation. (Creswell, 1998). There is a concern about sample size as there is no agreement 
on an ideal sample size for qualitative research (Creswell, 1998). Another issue is that it may 
be difficult to control for researcher bias such as sampling bias and self-selection bias (Noble 
& Smith, 2015). For example, there were very few non-Māori student learners of te reo Māori 
to choose from. I asked a number of students if they wanted to participate in this research but 
wanted a range of ethnicities and age groups. There is also the Hawthorne effect where 
participants may change or alter their behaviour as they are being observed during the group 
interview (Wickstrom & Bendix, 2000). There are a number of ways to reduce the Hawthorne 
effect. For instance, building relations with the participants is key to receiving quality data 
(Oswald, Sherrat, & Smith, 2004). Other ways include ensuring that the participants find the 
researcher honest and relaxed to be around and drawing information from the participants that 
is of interest to them. For the purpose of this research, I had already developed a good rapport 
with the student participants and tried to create a supportive, non-threatening environment at 
all times during the interview process. These are also typical of kaupapa Māori ways of 
interacting with others.  
The issues of validity and reliability are essential in qualitative research, and are typically 
discussed in terms of trustworthiness (Noble & Smith, 2015). It is important to state that there 
may be perceived bias as I am known to participants as their previous te reo Māori teacher and 
will likely teach many of them in the future. I am also an advocate for learning te reo Māori so 
it is essential that these biases are acknowledged. I kept a reflective journal throughout the 
research process and summary notes were documented that described any issues and allowed 
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me to reflect on any new knowledge. Monthly conversations were held with my supervisors 
where issues concerning potential biases and assumptions were discussed and analysed.  
Notwithstanding these potential limitations, I maintain that a qualitative approach was ideal for 
this research project because it allowed for flexibility in the research design and aimed to obtain 
a better understanding through first-hand experiences and the ability to use quotes from real 
conversations. For this research, students had the freedom to express their views in their own 
terms because semi-structured interviews were used and students had the option to take photos 
to showcase their te reo Māori learning experiences. As this research had a kaupapa Māori 
focus, the empowerment of Māori people, language, and culture is essential and must always 
be at the forefront of kaupapa Māori informed research. 
Setting 
The interviews and data collection took place at Rutherford College, an urban secondary school 
in Auckland. The school was first opened in 1961 and currently has 1,251 students enrolled. It 
is a current requirement for all Year 9 students in the school to learn an additional language for 
two 10-week terms. Te reo Māori, Chinese Mandarin, Japanese, and German are the second 
language options for the students of the school. Learning an additional language is an optional 
subject from Year 10. There were 136 students learning te reo Māori from Year 9 to Year 13 in 
2017 when the data was collected. Non-Māori made up 23% of the total amount of students 
learning te reo Māori. Most of the non-Māori students learning te reo Māori were Year 9 
students.  
Photovoice 
Photovoice is a process that allows people to identify, represent, and enhance their community 
through a specific photographic technique (Wang & Burris, 1994). It is what educator and 
philosopher Paulo Freire termed as “education for critical consciousness” as it allows people to 
document things as they see them (Freire, 1970). The three main objectives of photovoice are: 
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to allow people to record and reflect the needs of their communities, to promote detailed 
discussions concerning important issues using photographs, and to reach policymakers (Wang 
& Burris, 1994). In this project, photovoice was used to allow students to have a sense of 
ownership of this research project. Participating students were asked to take photos of their 
experiences learning te reo Māori. The photos were printed and shown at the individual 
interviews to prompt discussion and reflection concerning the contents of the photos.  
The photovoice process involves creating a team to facilitate the project, defining the goals and 
objectives of the project, recruiting the groups of participants, scheduling the taking of 
photographs, and taking the photographs. After taking the photographs, there should be a 
discussion concerning the completed work. This process allows young people to contribute to 
possible changes in consciousness and to inform policy (Wang & Burris, 1994). Photovoice is 
an opportunity for school students to express their views in other ways and provides a picture 
of the students’ perceptions of themselves as learners and their schooling experiences (Nelson 
& Christensen, 2009). 
For this research project, the first step was to introduce the concept of photovoice, review 
ethical guidelines, and provide advice to the participants around taking and sharing photos. This 
took place at an hour-long meeting at the school marae. The aim of each participant was to take 
photos that they felt captured their experiences of learning te reo Māori and their motivations 
for learning te reo Māori. Students then had an opportunity to share the meanings behind their 
photos.  
Students took photos in two different stages and had up to four weeks to take photos for each 
stage. For the first stage, students took photos of their learning experiences of te reo Māori. 
During the second stage, students took photos of their motivations towards learning te reo 
Māori. The students then emailed the photos to me and I printed them in colour. The photos 
were then used in the individual interviews to help facilitate discussion. Some themes arose 
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from both the individual and group interviews that enabled further discussions. These themes 
are presented for analysis in Chapters 4, 5, and 6 of this thesis. It was made clear to the students 
that if peoples’ faces appeared in any photos, then their faces would be digitally blurred for 
privacy reasons.  
There are some disadvantages to using photovoice (Wang & Burris, 1994). For example, it may 
be challenging to capture complex issues using photographs, participants must decide what to 
include and what not to include from the photographs, and there is a significant time 
commitment for both researcher and participants. Further, students may distrust cameras or not 
like being in photos (Wang & Burris, 1994). However, photovoice was an ideal tool to use for 
the research participants because it allowed the students to uncover issues and construct real-
life experiences of learning te reo Māori. As will be illustrated in Chapters 4, 5, and 6, 
participating students took photos of the school marae, whānau members, and class trips.  
The use of photovoice in this research gave students the opportunity to control and narrate their 
own learning experiences of te reo Māori. For that reason, it can be argued that the students 
exercised tino rangatiratanga by taking photos and having a sense of ownership of part of this 
research project. 
Semi-Structured Interviews 
Semi-structured interviews were conducted to encourage conversation-based interviews with 
participants. Semi-structured interviews are more desirable because they are less intrusive and 
provide opportunities for participants to also ask questions (DiCicco-Bloom & Crabtree, 2006). 
However, semi-structured interviews are still formal in nature and a list of questions and topics 
need to be covered between the interviewer and the participant (Cohen & Crabtree, 2006).  
Semi-structured interviews are suitable when a researcher may only have one opportunity to 
interview (Bernard, 1998). A semi-structured interview approach can also provide consistent 
and comparable qualitative data and is the most common method of gathering qualitative data 
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(Bernard, 1998). An in-depth individual interview allows the interviewer to investigate and 
examine the personal and social matters of the research participant, which can be difficult in a 
group interview (DiCicco-Bloom & Crabtree, 2006). Individual and group semi-structured 
interviews were conducted for this research project. Open-ended questions for both the 
individual interviews (see Appendix A) and focus groups (see Appendix B) were asked, and at 
times the discussions diverged from the original questions. This allowed participants more 
freedom to answer the questions in their own manner and own words. A list of open-ended 
questions concerning the main and sub-questions was used during the sharing of the photos.  
The use of semi-structured interviews creates meaningful and shared relationships that are 
based on qualities such as trust and honesty, which align with the values of kaupapa Māori 
methodology (Flavell, 2012). The semi-structured interview approach allows free interaction 
between the interviewer and participants through the use of open-ended questions, which gives 
opportunities to clarify or discuss any of the points raised in the conversation (Davis-Case, 
1990). A potential weakness of semi-structured interviews is that the conversation may stray 
away from the main topics and this could mean unnecessary information (Davis-Case, 1990). 
However, it is crucial the researcher is prepared beforehand with a list of open-ended questions 
that can help keep the interview running smoothly.  
Photovoice was used in conjunction with semi-structured interviews for the primary data 
collection method. Once data collection was complete, the data was collated, analysed, and 
evaluated to align with the central and sub-research questions of this project. The photos were 
placed in front of me and the participant and were referred to during the interviews.  
Data Analysis 
The individual interviews and focus group were recorded. This was to ensure that I could listen 
and respond without having to take notes throughout the interviews. The conversations were 
transcribed verbatim. The average time of the individual interviews was 45 minutes. The time 
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of the focus group interview was 70 minutes. I conducted an inductive analysis, categorising 
the research questions and the themes identified from the data (Elo & Kyngäs, 2008). The 
interview data was organised into several themes and issues around the research questions. The 
data was printed and analysed using a coding and categorising system. The system involved 
labelling similar words and phrases with a code label that could be easily retrieved.  
 
Figure 1: Analysing student interviews  
The first step was to go back to the main research questions and the questions used in the 
interviews. I used a highlighter pen on hard copies of the transcripts. The next step was to 
identify other ideas and themes that emerged from the research and how they related to the main 
research questions. Frequent words and phrases used by participants were highlighted and were 
organised into different categories. Some of the categories that were identified included: school 
experiences, family support, relationships with Māori students, relationships with school 
teachers and leaders who use te reo Māori, New Zealand identity, New Zealand Land Wars, 
and the national debate of te reo Māori as a compulsory subject. 
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The data analysis used a kaupapa Māori approach and therefore did not focus on the tools for 
analysis of the data, but how the data was interpreted and understood by the researcher and the 
familiarity of Māori systems and processes (Rautaki Ltd & Ngā Pae o te Māramatanga, n.d.). 
As a Māori researcher, I am consciously aware of Māori systems, processes, and people. I have 
Māori cultural knowledge and the analysis of the data required me to incorporate a Māori 
worldview. As earlier described in this chapter, it is important when using kaupapa Māori 
principles during data analysis that these are intertwined with tikanga Māori and that the wider 
cultural and societal framework is viewed and understood.  
Ethics 
Ethical challenges face researchers in all stages of the research process. The types of issues can 
vary from anonymity, confidentiality, consent, and the impact that the research could have both 
on the researcher and the participants (Sanjari, Bahramnezhad, Fomani, Sho-ghi, & Cheraghi, 
2014). Another issue is the relationship between the researcher and the participants and the 
ethical issues that can arise from that relationship. I was also the previous te reo Māori teacher 
of the participants and would most likely teach them in the future.  
Informed consent was a vital part of maintaining ethics. Therefore, it was crucial to explain to 
the students and their parents/whānau what data would be collected and how it would be used. 
The consent form (see Appendix C) described the objective of the research project and that 
comments from the interviews and the submitted photos would be used to support the research. 
It was also explained to the students that the research findings would be presented at national 
and international conferences. I clarified to the participants that the research project intended to 
support the ongoing revitalisation of te reo Māori concerning non-Māori secondary school 
students. If participants felt uncomfortable at any stage for any reason they could speak with 
another teacher in the faculty. 
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I submitted an application to the University of Otago’s Human Ethics Committee and the Ngāi 
Tahu Research Consultation Committee for approval. Once the project was approved, I 
approached the Board of Trustees of the Rutherford College with my study proposal (see 
Appendix E) and provided information about the research and requested permission to recruit 
students. After permission was received from the Board of Trustees, the principal, 
parents/guardians, and students were approached and informed about the purpose of the 
research and how they could be involved. As the only researcher, I printed off a student roll and 
highlighted the students’ names who were learning te reo Māori and who were not of Māori 
descent. I then personally asked the students if they wanted to participate in the research. I had 
previously taught these students. They were current learners of te reo Māori and came from a 
variety of different non-Māori ethnic backgrounds and were in Year 10 to Year 13. There was 
also an even split for gender.  
The main ethical issues related to this research project included access to school-aged 
participants, informed consent, confidentiality, potential harm to participants, participants’ right 
to participate and withdraw, arrangements for participants to receive information, use of 
information, conflicts of interest information, and a clear procedure for resolution of 
disagreements (Sanjari et al., 2014).  
To address some of these issues, an information sheet and a consent form were provided to the 
participants before the interviews took place (see Appendices C and D for information sheets 
and consent forms). The names of the participants involved were kept confidential at all times 
and participants were given pseudonyms. All research materials are confidential and stored in 
a locked office. Only me and my supervisors had access to the research materials. It was made 
clear to the participants from the beginning that they had the right for a friend or a family 
member to sit with them during the interview process. Students also had the right to withdraw 
from the interview/s and the research at any time. In line with Māori research protocols, a koha 
was given to the students in the form of a movie voucher for their time and effort.  
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There was an initial intention to hold a public photo exhibition of the photos that the students 
took (as noted in appendixes C and D). However, there were ethical issues based on the 
interviews and comments by the students that advised that the photos were of a personal nature 
and so did not want their photos displayed in public. Therefore, I selected not to host a public 
photo exhibition.  
 
Table 1: Student participants in this research project 




13 Male 6 years (intermediate 
and high school) 
Kalasia Tongan 13 Female 12 years (primary, 
intermediate, and high 
school) 
Adrika  Fijian-Indian  12  Female 6 years (intermediate, 
and high school) 
Laura Pākehā 11  Female 13 years (Kōhanga reo, 
kura kaupapa Māori, 
and English-medium 
high school) 
Sam Samoan/Niuean  10 Male 10 years (primary, 
intermediate, and high 
school) 
Mack Fijian-Indian  10  Male 10 years (primary, 
intermediate, and high 
school) 
It is critical to also maintain awareness of power differentials in research and there was an 
inherent power differential between myself and the student participants. Therefore, it was my 
responsibility as the researcher to show manaakitanga to the students by showing kindness and 
respect. I made the effort to ensure that students were comfortable. After the completion of this 
research, arrangements will be made to present the findings to staff and the local community at 
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Rutherford College. A digital copy of the thesis will be submitted to the University of Otago 
library. Students needed to be well-informed about the purpose of the research project. It was 
my responsibility as the researcher to inform the students of any risks involved as a result of 
participating in the research project. Procedures for resolving disputes were outlined in the 
information letter (see Appendix D), the names and contact details of my supervisors from the 
University of Otago were listed. It was communicated that any potential issues could be passed 
to either of these contact points for appropriate resolution. None of the participants or their 
parents/whānau took up this offer.  
Conclusion 
The kaupapa Māori methodology approach was vital and appropriate to use for this research 
project due to the importance of the revitalisation of te reo Māori which is fundamental to this 
project and therefore validates the Māori language, culture, and knowledge. Kaupapa Māori 
principles such as tino rangatiratanga, taonga tuku iho, ako, whānau, kaupapa, Te Tiriti o 
Waitangi and āta were described and explanations were given on how each of these principles 
aligned in accordance to the present research project. As a Māori researcher using kaupapa 
Māori methodology, I took into account the non-Māori background of the participants. 
Although kaupapa Māori research traditionally has a by Māori, for Māori, and with Māori 
focus, I argue that it is appropriate to use kaupapa Māori methodology with non-Māori students 
as participants as they already have an understanding and can interact in te ao Māori with their 
learning experiences in the te reo Māori classes and Māori cultural activities based on the school 
marae.  
Data for the research project was collected by interviewing non-Māori students of te reo Māori 
from Rutherford College. A qualitative methods approach was crucial in this research because 
it contributed to rich and insightful results by using a semi-structured interview approach. This 
allowed for a more open and free conversation between me and the participants to occur. 
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Photovoice was adopted for this project to increase empowerment and participation by the 
students.  
The next chapter focuses on the school experiences of the student participants through a 
kaupapa Māori lens, and how these experiences were integral to their learning experiences of 




Chapter 4: Ngā Wheako Ako/Learning Experiences  
Tangata ako ana i te whare, tūranga ki te marae, e tau ana. 
 
A person who is taught well in the home will stand collected on the marae. 
Introduction 
The whakataukī at the beginning of this chapter conveys the idea that if young people are raised 
well in the home then they will eventually know how to conduct themselves appropriately in 
the world. The whakataukī can also be applied to learning about the responsibilities and roles 
on the marae and how these skills can be further developed on a world stage. This chapter 
presents the analyses of the learning experiences of the students in relation to their relationship 
with marae through the lens of kaupapa Māori theory (Pihama, 2010).  
All of the students spoke to some extent about their relationship with the Rutherford College 
Te Kōtuku Marae, thus making it an important avenue for analysis. This marae was initially 
established in 1983 for the benefit of Māori students and the kapa haka group. Te reo Māori 
classes were held in the school marae in 2017 and this was where data collection occurred. 
Some of the students such as Laura, Kalasia, and Monty had other marae experiences outside 
of the school and they mentioned these in their interviews. Two of the students took photos of 
Te Kōtuku Marae and one of the students took a photo of Hoani Waititi Marae which was the 
student’s previous school marae. None of the students at any time were prompted to take such 
a photo. 
As previously mentioned in Chapter 3, language and culture are inseparable. Language reflects 
culture and is affected by it (Jiang, 2000). Language is used as a means to express the cultural 
thoughts of people, their beliefs, and to communicate; therefore, culture is entrenched in the 
language (Hsin, 2008). There is a strong interrelationship between learning te reo Māori and 
tikanga Māori. Language is a part of culture and culture is part of language, and therefore, the 
two cannot be separated without losing the importance of either (Brown, 2000). For that reason, 
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learning te reo Māori on the marae in conjunction with tikanga Māori provided further 
opportunities to support the learning of te ao Māori for these students.  
In the discussion that follows, I argue that learning te reo Māori on the marae also played a role 
in supporting the students’ understanding and learning of tikanga Māori. The chapter connects 
with kaupapa Māori pedagogy (Mead, 2016) with the school marae experiences of the 
participants. The chapter explores tikanga Māori on the marae by following the pōwhiri 
(welcoming ceremony) process and exploring the themes identified from the students’ 
experiences. These themes relate to tikanga Māori concepts such as whakawhanaungatanga, 
manaakitanga, whakahōnore ngā mate (honour the dead), and tapu.  
Tikanga Māori on the Marae  
While many educators understand the kaupapa Māori concept of ako as describing a reciprocal 
teaching and learning relationship (Alton-Lee, 2003; Keown, Parker, & Tiakiwai, 2005), this 
chapter expands on this definition to include the promotion of teaching and learning practices 
that are related to tikanga Māori (Pere, 1982). This principle is closely connected to the teaching 
of te reo Māori and tikanga Māori on the marae. Teaching and learning on the marae is 
underpinned by a tikanga Māori paradigm that includes traditions, values, customs, and beliefs 
(Jansen & Jansen, 2013). Many of the students made connections with their learning 
experiences and practices of learning te reo Māori and tikanga on various marae.  
For example, in the individual interview with Laura we discussed a photo she had taken of 
Hoani Waititi Marae, which is at the kura kaupapa Māori that she attended previously (see 
Figure 2). She spoke about the cultural experiences of this pan-tribal marae and how pōwhiri 
were common throughout her time at that school. There was an expectation that all students 
would be involved in marae ceremonies. The purpose of the pōwhiri ranged from tangihanga 
(funerals) to hosting community hui, to welcoming important dignitaries. These Māori cultural 
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encounters were all positive learning experiences for her and Laura mentioned that many non-
Māori people did not get to experience Māori culture like this: 
I remember at least twice a week we would have a pōhiri1 at the marae. We would 
have a three-hour pōhiri and it was always a big part of the school and the marae is 
where we would go, which is part of the culture. The students were involved in the 
pōhiri by welcoming the manuhiri [visitors] with a haka pōhiri [welcome 
ceremonial dance] and we would do the waiata tautoko [support songs] for the 
kaumātua [elders]. Some of the pōhiri would last between three to four hours. 
 
Figure 2: Hoani Waititi Marae (Photo: Laura) 
The marae is considered as an expression of Māori autonomy and authority and is seen as the 
most authentic centre in terms of Māori cultural values and symbolism (McIntosh & Johnson, 
2005). The pōwhiri that Laura spoke about is an encounter between two groups of people, 
namely tangata whenua (hosts) and manuhiri (visitors). This traditional ceremonial welcome 
usually held at a marae is important because it clears away tapu and allows both groups to come 
together knowing each other’s intentions (Mead, 2016). There are several principles that 
underpin the tikanga of a pōwhiri. For example, the principles of tapu and noa (removal of tapu) 
are significant as the pōwhiri is a formal occasion.  
 
1 A dialectical variation of the word pōwhiri. 
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Kura kaupapa Māori follow the Te Aho Matua curriculum (Department of Internal Affairs, 
2008) which highlights the importance of incorporating Māori cultural perspectives, honouring 
Māori customs and traditions, and validating Māori knowledge. Therefore, Laura’s experiences 
on the marae were significant because they show that kura kaupapa Māori students were 
actively involved in supporting the values of the Te Aho Matua curriculum that encompasses 
kaupapa Māori dimensions such as pōwhiri, and the role that these students can play by 
participating in cultural activities such as haka pōhiri and waiata tautoko. These items reinforce 
te reo Māori and tikanga Māori as cultural knowledge is embedded in these features. These 
early marae experiences also allowed Laura to partake in various roles and responsibilities on 
the marae, which gave her a stronger understanding of tikanga Māori. Laura would otherwise 
have been unable to have these roles and responsibilities because outside of the school she does 
not whakapapa to a marae.  
Through the pōwhiri process, Laura and the other students interviewed were able to learn stories 
such as local Māori stories, kōrero nehe (ancient history), tikanga, whakapapa, te reo Māori 
through whaikōrero (speeches) and karanga (ceremonial call), and manaaki manuhiri (looking 
after guests). These are intricate parts of Māori culture and further support the learning of te reo 
Māori through active interactions between people on the marae. The pōwhiri process gives 
students the opportunity to learn about local Māori stories and the whakapapa of both the marae 
and surrounding areas. Local Māori stories, tikanga, and whakapapa are naturally interwoven 
in the karanga and whaikōrero during the pōwhiri. It consequently gives a stronger insight and 
a deeper understanding of te ao Māori.  
The experiences described by Laura strongly suggest that learning te reo Māori is inextricably 
connected to Māori culture. Te reo Māori is a central component of Māori culture and is critical 
to participation and identity in te ao Māori. The solid connection between language and culture 
is supported by Damon (1987) that culture and language are closely interrelated. In addition, 
Damon (1987) argues that culture is communicated through language and that cultural patterns 
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are therefore reflected in language. The views of Damon (1987) are reinforced by Pourkalhor 
and Esfandiari (2017) who affirm that the language that people use on a daily basis for 
communication is developed and shaped by the culture. At the same time, the culture is shaped 
by the language.  
A photo that Jordan took and shared in his interview was of Te Kōtuku Marae (see Figure 3). 
Jordan acknowledged that learning te reo Māori on the marae helped him connect more closely 
with Māori culture and helped him added to his respect towards Māori people. Jordan made 
references to creating relationships with those learning te reo Māori with him and how his peers 
supported him:  
I took a photo of the Kōtuku School Marae. It symbolises the origin of where you 
start learning. You create a bond with others as a whānau group where you get 
together and help each other out.  
 
Figure 3: Te Kōtuku School Marae (Photo: Jordan) 
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The first photo Jordan took as part of the photovoice element of the research was of Te Kōtuku 
Marae. He mentioned that the marae was a place of coming together and helping each other 
out. The bond Jordan refers to can be related to manaakitanga. This is an important concept of 
tikanga Māori and is explained from an education perspective as nurturing relationships which 
encompasses reciprocal hospitality and respect shown from one individual or group to another 
(New Zealand Qualifications Authority, 2013). I argue that Jordan’s experiences on the marae 
were profound and meaningful because the marae provided an environment where he felt 
welcomed and supported while learning te reo Māori.  
The whakairo (carvings) are an important feature of many wharenui (the main building of the 
marae complex) which can be seen in both Figure 2 and Figure 3. The traditional history of 
Māori carvings can be linked back to Ruatepupuke who was the son of Tangaroa (Royal, 2006). 
One day, Ruatepupuke got into an argument with his father when Tangaroa had turned his own 
son, Te Manuhauturuki, into a tekoteko (carved figurehead). Ruatepupuke rescued his son 
alongside other carvings from Tangaroa’s house into the living world. Many of the carvings 
from Tangaroa’s house were in human form, animated, and able to speak (Royal, 2006). Māori 
carvings today do not have the ability to talk, so it is our job as educators and teachers to speak 
for them and tell their stories, and more importantly, transmit their teachings to others. The 
carvings of the wharenui of Te Kōtuku Marae symbolise the whakapapa, history, and stories of 
the local Māori community. 
Laura also spoke about the significance of manaakitanga on the marae: 
Manaakitanga is important on the marae. It is about getting to know and looking 
after your guests but also about looking after the tikanga of the marae which is a 
sign of respect to Māori.  
Manaakitanga is often seen in educational terms in relation to people, but Laura takes the term 
a step further. It can be said that people often get told off if they make a mistake at the marae, 
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but this can also be seen as showing manaakitanga by identifying what they did was wrong so 
that the mistake will not happen again. This is recognised as a way of looking after the tikanga 
of the marae.  
Laura’s comment also relates to the concept of whakawhanaungatanga which comes under the 
kaupapa Māori notion of ako. Whakawhanaungatanga is the process of how you engage, 
connect, and commit to other people (Bishop, 1996). These concepts are important in 
solidifying tikanga Māori practice and are imperative in welcoming manuhiri on the marae. 
Laura made the comment that looking after tikanga shows respect towards Māori. This 
observation shows how important it is to learn and understand the tikanga of the marae.  
Jordan identified some visual aspects of the marae such as photographs of the deceased on the 
wall. Jordan claimed that this helped strengthen his understanding of the connection that Māori 
have with the dead and the respect they have for whānau members who have passed on: 
The only way to gain knowledge is by going to something that is closely connected 
to the language. The marae is a sacred building used for Māori. I enjoy learning in 
the marae and definitely respect the people of before like the generations who have 
made sacrifices to make the next generation better and from the photos too.  
The dead play an important role in Māori traditions where the tangihanga process has changed 
little since the European influence (Higgins, 2011) and the marae is the focal point of 
tangihanga. The kawe mate ceremony (carrying the dead) which involves ‘carrying’ the 
essences or the memory of the person who has died to the marae that they had significant 
involvement with usually involves carrying a photo of the dead person. The photo is 
subsequently permanently placed in the marae as a token of remembrance. Many of the photos 
that hang in Te Kōtuku Marae are of those that had a close association to the Māori community 
of Rutherford College. The remarks made by Jordan showed a direct connection to learning te 
reo Māori and tikanga Māori on the marae. It can also be argued that students learning on the 
marae also contribute to the whakapapa of the marae by not just being part of the genealogy of 
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the marae, but also by participating in the sharing of the marae-based stories and active learning 
in the marae through various activities such as pōwhiri, cooking, and kapa haka.  
The learning experiences of Jordan at Te Kōtuku Marae resonate with research by Margaret 
Mitcalfe (2008). Mitcalfe researched the participation of non-Māori adult learners of Māori 
cultural learning experiences. The adult learners in Mitcalfe’s (2008) study made a connection 
between the marae and authentic Māori marae experiences where the participants had 
opportunities to engage with te ao Māori on the marae and the spiritual presence of tūpuna 
(ancestors).  
Kalasia first stayed overnight on a marae near Hamilton when she went on a church trip with 
family and friends: 
We learnt what was tapu in the marae. Tapu is sacred. So you can’t walk in with 
your shoes. You can’t eat in the marae. You can’t play around in the marae. You 
can’t touch anything that is not yours. I guess also marae are similar to Tongan 
churches.  
The concept of tapu is a traditional Polynesian concept, and typically involves rules and 
prohibitions and is an important aspect of tikanga (Mead, 2016). Tapu is present everywhere 
and Māori respect the tapu of places and buildings such as the marae. Kalasia, who is of Tongan 
descent, made the reference to the concept of tapu which has the same meaning in the Tongan 
culture (Herda, 1990). She made a comment about the parallels between Tongan churches and 
marae. Churches in Aotearoa New Zealand have become an important focal point in the social 
life of many Pasifika families. They also act as community centres where families gather for 
education, sport, music, and social services similar to the role of some marae for Māori 
(Macpherson, 2011). For that reason, it can be argued that Pasifika students, who have a strong 
understanding of their traditional Pasifika heritage, may be able to understand the existence and 
complexity of Māori concepts such as tapu because of the similarities to their own Pasifika 
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cultural views. Pasifika students may also see the similarities and differences and easily make 
comparisons between their own cultural knowledge and aspects of Māori culture.  
Adrika spoke about enjoying the interaction with the many people that came onto Te Kōtuku 
Marae, but also of having a good understanding of marae protocols as a result of learning te reo 
Māori: 
Before I started learning te reo Māori, I was a bit self-conscious because I couldn’t 
pronounce some words properly and I can’t enter the marae because I’m not Māori 
but now I can enter the marae and of course, I take my shoes off and I know exactly 
what I have to do and because I do kapa haka as well.  
The quote by Adrika showcased her personal engagement and involvement in te ao Māori. In a 
classroom setting, research by Connell and Wellborn (1991) showed that engagement is 
important because it helps with motivation, contributes to further learning and development, 
and also can help students develop specific skills in their learning. Adrika identified that her 
experiences learning te reo Māori and being on the marae allowed her to understand the roles 
and responsibilities of the marae. She is engaged in te ao Māori by participating in kapa haka 
where many of the practices happen inside the school marae. Kapa haka is conducted entirely 
in the medium of te reo Māori and therefore adds another layer of learning te reo Māori in 
addition to her formal language classes on the marae. Therefore, I argue that the teaching and 
learning of te reo Māori and tikanga Māori go together and should not be seen as separate.  
There was a claim from Adrika that she was not able to initially enter the marae because she is 
not Māori. This is a misconception as all students and staff of the school can enter Te Kōtuku 
Marae. Both students and staff must go through the pōwhiri process before being allowed onto 
Te Kōtuku Marae. They are at first considered waewae tapu (sacred feet) and the pōwhiri breaks 
the tapu, therefore allowing newcomers to go on to the marae safely (Keane, 2013).  
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Three other students spoke specifically about the differences between learning te reo Māori in 
the classroom compared with learning in the marae. Their comments are as follows: 
There’s more rules attached to the marae. When we go into the classroom, we keep 
our shoes on. Before we enter the marae, we take our shoes off. It’s more practical 
in the marae and you don’t work from your book as much. We learnt haka and patu 
in the marae. (Sam) 
When I’m learning in the marae, I feel connected to the culture more. It feels a lot 
closer to a whānau home. I think when you’re in the classroom, you’re just in a 
normal room. (Jordan) 
When you’re learning in the marae, you’re learning the tikanga of the marae. You 
can see and feel the tikanga of the marae. The experiences are different compared 
with the classroom. (Laura) 
School marae were initially established in secondary schools from the late 1970s for the 
teaching and learning of te reo Māori, but also to provide a culturally safe space for Māori 
students and their whānau (Lee, 2012). Therefore, the experiences stated by Sam, Jordan, and 
Laura about learning te reo Māori on the marae matched the original intentions of the whānau 
who initiated the first marae to provide a Māori resource for students.  
Sam initially spoke about the kawa and tikanga of Te Kōtuku Marae and then mentioned 
participation in cultural activities such as haka (Māori dance) and the patu (Māori club). I would 
argue that learning the haka and the patu is another dimension of learning te reo Māori. This is 
because haka and patu activities are solely in te reo Māori and authentic learning opportunities 
occur. In addition to this, Sam would be learning about the cultural and historical aspects of the 
haka and patu which is learning tikanga Māori. 
Sam also mentioned the taking off of shoes. The removal of shoes at the front of the wharenui 
can be attributed to showing respect towards the wharenui as it seen as an ancestral body 
(Keane, 2013). The tekoteko represents the head of the ancestor, the maihi (bargeboards) are 
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the arms, the tāhuhu (ridge pole) acts as the spine, and the heke (rafters) are the ribs which make 
up the body of the ancestor, so courtesy is shown by taking off shoes before entering the 
wharenui. The removal of shoes is also important when entering the homes of Māori and is 
therefore culturally responsive to Māori.  
The impression by Sam that learning on the marae was more practical than a typical classroom 
was echoed by the others. Jordan felt that learning te reo Māori in the marae provided closer 
contact with the Māori culture and that there was a strong sense of whānau when learning on 
the marae. Laura expressed the importance of learning tikanga Māori on the marae and how 
that was different compared with the classroom. 
Sam was also asked if he heard te reo Māori spoken widely in the community and replied: 
I hardly hear Māori being used in the community but I do constantly in the marae. 
I’ve been to a marae in Waima and I heard Māori being used in the marae and 
around the kitchen.  
The marae experiences described by Laura, Adrika, Jordan, Kalasia, and Sam are comparable 
to the research completed by Arihia Waikari (2011). The research conducted by Waikari (2011) 
looked at the te reo Māori learning experiences of both Māori and non-Māori who were 
involved with a primary school in the Waikato region. The participants of the research included 
students, teachers, and parents. Both non-Māori and Māori participants mentioned that the 
marae was a place to learn te reo Māori and tikanga Māori. A Pākehā parent spoke about living 
close to a marae and visiting the marae quite often and being exposed to many mātua (parents) 
and kaumātua. A Pākehā parent acknowledged the wisdom of the mātua and kaumātua and 
showed respect towards their role. A Pākehā teacher involved in the research stated that it was 
important for her to have a marae experience rather than just learning about it, as it made the 
learning authentic. There are similarities between Waikari’s (2011) results and the results of 
this research that show the influence and impact that the marae can have for others when 
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learning about Māori language and culture and how non-Māori can benefit from this type of 
learning. For example, the marae provided authentic opportunities to interact in te ao Māori and 
can positively influence learners of te reo Māori.  
All of the students in this research emphasised that being in the marae gave them access to 
Māori knowledge. Renowned Māori Academic, Professor Mason Durie (2003) outlined a 
distinctive Māori psychology related to behaviour, ways of thinking, and the expression of 
emotion that he linked to encounters commonly witnessed on a marae. Durie (2003) spoke 
about how marae encounters provide an awareness of the Māori world and give opportunities 
to understand how Māori behave, think, and feel. Learning on the marae allowed the students 
to learn about the whakapapa of the marae and use the whakapapa as a supporting tool to 
increase the proficiency of their te reo Māori and tikanga.  
Research undertaken by Jenny Lee (2012) focussed on the culturally responsive pedagogy of 
marae-ā-kura (school marae) in mainstream secondary schools in Auckland. Lee used a pūrākau 
narrative to understand the history and origins of three marae-ā-kura. Her research showed that 
the marae-ā-kura that she investigated were established because the school communities of 
those marae wanted to honour te reo Māori and tikanga in their schools. The students 
interviewed in this research highlighted their positive experiences on the marae and how it 
allowed them to get a further understanding of te reo Māori and tikanga Māori. Although Lee’s 
(2012) research used a whakapapa approach for each of the case studies, there were several 
limitations of this study. This study did not refer to the possible impact of multicultural policies 
or the support that non-Māori individuals, family, or communities gave towards the 
establishment of some of the marae-ā-kura. Additional research on these areas could provide 
further insights on the current state of marae-ā-kura and their role in schools. I believe that this 




The overall findings from the students interviewed showed how central the marae is to their 
learning and understanding of te reo Māori and tikanga Māori. School marae are the bastion of 
students’ learning regarding te ao Māori. The interview data and photos used in this chapter 
were linked to the kaupapa Māori principle of ako which supports the teaching and learning 
that is associated with tikanga Māori. The students had numerous marae experiences, and many 
of them shared a number of positive stories regarding learning te reo Māori on Te Kōtuku Marae 
and spoke fondly about other marae experiences. Furthermore, learning on the school marae 
gave students further learning opportunities to also participate in mihimihi (welcome and 
greetings), waiata, and karakia, which are part of tikanga Māori and are all through the medium 
of te reo Māori. The integration of Māori cultural values into the learning environment such as 
aroha, manaakitanga, and whakawhanaungatanga can be an important part of Māori student 
success. However, most of the research links with how integrating tikanga Māori in an 
education environment will benefit Māori students rather than non-Māori students.  
The principle of the whakataukī mentioned at the beginning of this chapter links with the 
teaching and learning of the participants in this study. Some of the non-Māori students 
interviewed did not have access to marae outside of their school marae, so their current learning 
will help them become more confident in te ao Māori as a result of their experiences. The 
whakataukī expresses the importance of the different skills learnt on the marae and how this is 
central to the learning experiences of the non-Māori secondary school students involved in this 
study, again suggesting this is an area for further analysis. The sharing of the stories by the 
students and the photos they presented also support a pūrākau approach where students are 
encouraged to share their learning experiences of te reo Māori.  
This chapter argues that not only is the marae a powerful place for learning and belonging for 
Māori students, but also a significant place for learning te reo Māori and tikanga Māori for non-
Māori students as illustrated by the students’ responses. This chapter also argued for the strong 
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interrelationship of te reo Māori and tikanga Māori that the students experienced on the marae 
and how this positively supported their learning of te reo Māori.  
Tauira akona i Te Kōtuku, tū ana ki te ao, tau ana. Linking back to the whakataukī at the 
beginning of this chapter and to the now revised whakataukī, it can be expressed that those 
students who learnt in Te Kōtuku Marae are more confident by having these marae experiences 
and can stand confidently in their community and on the world stage.  
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Chapter 5: Whakawhanaunga/Relationships  
Ehara taku toa i te toa takitahi, engari he toa takitini. 
 
Success is not the work of one but the work of many.  
Introduction 
The pepeha (tribal saying) used as the title of this chapter refers to the collective effort needed 
for success, but can also apply to a situation where a combined effort of many people is needed 
to successfully finish a project. It is a pepeha attributed to the iwi, Ngāti Kahungunu located on 
the East Coast of the North Island that emphasises full participation by all (Mead, 2016).  
Non-Māori secondary school students do not necessarily have access to traditional Māori 
support structures such as marae external to the school and hapū and iwi that help foster Māori 
language development and use outside of the classroom. The above pepeha suggests that the 
learning of te reo Māori for non-Māori students requires a range of support networks to help 
assist their language learning and that these networks emphasise the importance of 
relationships. In this study, the concept of whakawhanaungatanga includes relationships 
between the participating students, their families, their peers, teachers, and school leaders.  
I argue in this chapter that the importance of whānau and peer support for non-Māori secondary 
school students learning te reo Māori cannot be underestimated. The reinforcement and use of 
te reo Māori and tikanga Māori through the school culture, school staff, and environment can 
positively influence and support the learning of the students.  
This chapter uses a kaupapa Māori lens, in particular, the concepts of whanaungatanga, tuakana-
teina relationships, and taonga tuku iho, to critically consider the supporting factors identified 
by the participating students (Bishop & Glynn, 1999). I begin with a discussion on the impact 
of whānau, particularly the parents of the students at the time when these students chose to 
study te reo Māori as an optional subject in Year 9. There are also examples where the whānau 
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of the students provided ongoing support to the students learning te reo Māori. This chapter 
will also look at the encouragement and friendship from their Māori peers who were also 
learning te reo Māori. Furthermore, this chapter will give attention to the different Māori 
language and cultural features of the school that the students noticed and mentioned in the 
interviews. Finally, an analysis of how each of these support networks can work together to 
support the language aspirations of the students is presented.  
Whānau Support  
The word whānau means ‘to be born’ but the term has been modified over time and has been 
adapted to different situations (Metge, 1995). Whānau can often be translated as family, but it 
has a more multifaceted meaning including emotional, spiritual, and physical components that 
usually align with whakapapa (Metge, 1995). Māori use the term whānau in a variety of 
different contexts including direct family, whakapapa, and extended family. In a more modern 
context, the term whānau has also widely been used for groups whose members do not 
necessarily have a kinship link with each other, but whose aim is to closely connect with others 
and whose interests are similar to theirs and operate within the guidelines and qualities that are 
representative of kin-associated whānau (Metge, 1995).  
The concept of whānau is an integral part of kaupapa Māori methodology, and therefore the 
practice of whanaungatanga is important, with examples of its use found in education (Bishop, 
Ladwig, & Berryman, 2014). There are various definitions of whanaungatanga. For example, 
whanaungatanga has a strong focus on connection, understanding, and relationships (Mead, 
2016). Whanaungatanga can also include non-kin relationships. For example, at Rutherford 
College, the school makes an effort to make valuable and influential connections through 
whānau across a range of different activities such as student-led conferences and community 
open days. During the interviews, many students spoke about the influence of their whānau; 
particularly the support of their parents in learning te reo Māori.  
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Adrika selected a photo of her parents to discuss during the photo elicitation interview (see 
Figure 4). She had previously learnt te reo Māori at primary and intermediate school and 
expressed the support from her whānau to continue to learn te reo Māori at secondary school 
level: 
My parents are very supportive of me. They were the first people to say that I should 
carry on learning Māori when I was in Year 9. It was kind of both of our decision 
because I wanted to learn a language that will help me and benefit me in the future 
and we are in New Zealand—the Māori peoples’ land.  
 
Figure 4: Adrika with her parents (Photo: Adrika) 
Adrika mentioned that her parents were supportive in her decision to resume learning te reo 
Māori from intermediate to secondary school level. Parents can make a valuable contribution 
to the educational wellbeing of their children (Desforges & Abouchaar, 2003; Henderson & 
Mapp, 2002). Motivation can also be enhanced for school students through the encouragement 
of parents and this can also help with negative perceptions and feelings towards te reo Māori 
(Pine, 2018). Parental support and involvement can come in many different forms, and in this 
case, it was to support the selection of school subjects for Adrika.  
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Adrika also made a comment about wanting to learn a language that would be of good use to 
her in the future. Motivation plays a major role in second language learning (Oxford & Shearin, 
1994; Spolsky, 2000). The integrative motivation expressed by Adrika to learn te reo Māori by 
acknowledging Māori as the indigenous people of New Zealand highlights a positive attitude 
towards the group that are native speakers of the target language, and a willingness and desire 
to participate in the community of the group that are native speakers of the target language 
(Carrio-Pastor & Mestre, 2014).  
There were also similar comments by Jordan with regards to the encouragement from his 
whānau to learn te reo Māori at secondary school. He was born in Sydney, Australia, but moved 
to Aotearoa New Zealand when he was seven years old. Jordan studied te reo Māori at the local 
intermediate school close to his house and also participated in kapa haka there. Similar to 
Adrika, Jordan used a photo of his parents to describe the positive impact that his parents had 
on him (see Figure 5) and said:  
Mum and Dad were definitely supportive from the start. My mum comes from a 
Fijian-Indian background and I have yet to learn Fijian and Indian as well. To learn 
te reo Māori is something I wanted to do since I moved here in 2006 from Australia. 
I wanted to learn about the country and background as well.  
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Figure 5: Jordan’s parents (Photo: Jordan) 
There is a strong connection of integrative motivation for learning te reo Māori for both Adrika 
and Jordan who are both of Fijian-Indian descent. They both recognise that te reo Māori is 
connected to the ‘land’ (Adrika) and ‘background’ (Jordan) of Aotearoa New Zealand and can 
see the links between learning te reo Māori and having a better understanding of the country. 
Within a Māori worldview there is a strong relationship between land and people, and these are 
seen at times as one (Royal, 2007). The value of the natural environment to Māori has been 
interpreted through te reo Māori, waiata, mōteatea, haka, and whakataukī as examples. There 
are strong connections for Māori to the whenua (land) and wai (water) which are deemed special 
taonga and Māori are seen as kaitiaki. Some iwi also likened themselves to native fauna when 
they were at time in danger of losing their culture, language and traditions in the 19th and 20th 
centuries (Szabo, 2013). For Adrika and Jordan, through te reo Māori, there are clear links to 
the natural environment and land of Aotearoa New Zealand interwoven into the language.  
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Laura had a different pathway to learning te reo Māori compared with the other participants in 
this research. Alongside her siblings, she attended Māori language immersion institutions such 
as kōhanga reo and kura kaupapa Māori in West Auckland: 
I started learning te reo Māori when I was two years old at kōhanga. My parents put 
me in there because it was the best kōhanga they found. They felt most welcome 
there. They wanted me to learn the language of New Zealand. I then went to Te 
Kura Kaupapa Māori o Hoani Waititi for primary and intermediate which was 
carrying on from kōhanga and they made me feel welcome there. My whānau made 
that decision. I didn’t have any part in that decision. I think it was a good idea 
because there is a lot you can learn.  
There is no academic research available concerning the experiences of non-Māori students who 
attended Māori language immersion schools such as kōhanga reo and kura kaupapa Māori. 
However, Laura suggests the main motivation for her parents was for her and her three siblings 
to learn the indigenous language of Aotearoa New Zealand, and they believed that an immersion 
setting was the best way for them to do so. The original intention of kura kaupapa Māori 
focussed on revitalising te reo Māori, providing students with knowledge and awareness of te 
ao Māori, and educating them in a kaupapa Māori environment (Harrison & Papa, 2005). There 
are a number of benefits that come with learning an additional language in an immersion setting 
such as strengthening the brain, improves the understanding of one’s native language, and the 
constant exposure of the target language and culture (Fortune, 2012; Genesee, 2015). Laura’s 
experiences differ from the experiences of the other participating students because of her initial 
language learning in an immersion te reo Māori learning environment. From this we see that 
Māori-medium education provided Laura with authentic opportunities to participate in te ao 
Māori practices and was therefore able to reach a higher level of fluency in te reo Māori.  
It is reasonable to assume that students who attend te reo Māori immersion schools such as 
Laura will acquire te reo Māori skills faster. Many kura kaupapa Māori students transition into 
English-medium schools because of the subject and sporting opportunities available in larger 
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secondary schools. Most of these students will therefore have a higher proficiency of te reo 
Māori than those who attended English-medium schools for the duration of their time at school 
(N. Henry, personal communication, July 24, 2017). Although Laura was a Year 11 student, 
she was completing NCEA Level 3 te reo Māori, two years ahead of schedule. While Laura 
presents a unique case of a non-Māori student attending kōhanga reo and kura kaupapa Māori, 
in her interview she identifies the importance of her family and their support to enable her 
acquisition of te reo Māori.  
When young people are learning an additional language there are various factors that influence 
their learning success such as schools, teachers, and parents. Research suggests that better 
learning outcomes can occur when family, teachers, and students are linked (Emerson, Fear, 
Fox, & Sanders, 2012). Family involvement in education can occur in different ways such as 
supporting students with homework tasks, and attending parent interview meetings. A 
fundamental approach to learning in a Kaupapa Māori environment is the involvement of 
whānau (Flavell, 2012). However, some English-medium schools struggle to make connections 
with Māori whānau because some schools do not focus enough on improving their relationships 
with whānau (Office of the Auditor-General, 2015). The value of whānau support is also 
relevant in other cultural contexts.  
Xiaoyi (2017) conducted a case study in China of primary school-aged children learning 
English as a second language. Xiaoyi (2017) showed that parents supported their children to 
learn English in various ways such as: parents asking their children what specific learning tasks 
took place in class, asking about their interests in the classes, supervising homework, making 
an effort to better their own English speaking skills, and meeting with teachers to seek support 
such as parent-interviews.  
85 
My research further supports the studies previously described by specifically showing how 
parental support played a major role in the students choosing and learning te reo Māori. Kalasia, 
who is of Tongan descent, also spoke about her parents supporting her to learn te reo Māori: 
My parents told me to learn Māori because it would help me with my future and 
because it’s the language of Aotearoa. I agree with them because there are some 
jobs that require Māori and they [her parents] are happy because I got good results.  
Carol Thompson-Teepa (2008) conducted academic research into the motivations of Pākehā 
adults learning te reo Māori. Some of those interviewed had previously studied te reo Māori at 
secondary school level and noted parental encouragement as a key to learning te reo Māori. A 
former Rutherford College student in the 1970s from that research spoke about his parents 
wanting him to learn te reo Māori rather than German, and that his father was adamant that te 
reo Māori was an integral part of the New Zealand culture and should be learnt by all. There 
are similarities between the views of the parents of Kalasia, Laura, and Jordan with those of the 
parents of the person interviewed in Thompson-Teepa’s (2008) research. All of the parents were 
supportive of their children learning te reo Māori, with all of them believing that te reo Māori 
is central to the identity of Aotearoa New Zealand. Whānau, particularly parents, play an 
important role in supporting their children to learn te reo Māori at school. 
Parental encouragement is essential for non-Māori school students who are learning te reo 
Māori, because it provides a familial support network for them outside of the school where 
other support networks for language learning such as te reo Māori may not be available. 
Relationships with Māori Students  
This section examines the students’ relationships with their Māori classmates in the te reo Māori 
classes that some of the students mentioned and how these relationships supported their 
learning. Some of the kaupapa Māori characteristics that featured in the interviews by the 
students in this section included manaakitanga, tuakana-teina, kotahitanga, and mōhiotanga 
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(knowledge). Some of the students spoke about particular individuals who supported them in 
their learning of te reo Māori.  
Jordan was more forthcoming than the other participants when it came to acknowledging 
support from his Māori classmates and included a photo (see Figure 6) of a classmate whom he 
saw as a friend and supportive role-model: 
Mikaere is a positive influence in my life. He’s a positive role-model for the 
younger kids. He was a peer mentor last year. He’s energetic, enthusiastic, 
encouraging and definitely motivating.  
 
Figure 6: Mikaere (Photo: Jordan) 
Jordan identified a close learning bond with Mikaere. This can also be deemed as a tuakana-
teina relationship where Mikaere had a higher level of understanding and ability of the content 
and knowledge to pass onto Jordan in the te reo Māori classes. Tuakana-teina is also a central 
component of ako (Royal Tangaere, 1997) and reinforces the concept of whanaungatanga by 
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showing respect, love, and care (Munford & Sanders, 2011). It is clear that Jordan appreciated 
the mentorship by acknowledging Mikaere in the interview.  
Laura also made comments about her peers in the Year 13 te reo Māori class: 
The Māori class is more like friends, just not students in the class. In other classes, 
you sit down and write an essay. In Māori, you work together to write the essay.  
The comment by Laura links with the pepeha at the beginning of this chapter that success is not 
individual but the culmination of all those around them. This also relates to the theme of mahi 
tahi (working together). A key difference between the Māori worldview and the Western 
worldview is that Māori have a focus on the collective wellbeing, whilst the individual 
wellbeing is the Western worldview focus (Berghan, 2007). This is mainly due to Māori 
traditionally coming from communal social units such as whānau, hapū, and iwi, where the 
Māori worldview was about interdependence, co-operation, and emphasised interpersonal 
relationships. Laura’s experiences in working together on classroom assignments illustrates the 
Māori values of positive collaboration such as mahi tahi and mōhiotanga.  
Adrika also made further comments similar to that of Laura by comparing her other classes to 
her te reo Māori class: 
You work together to write an essay. The other students in the other classes don’t 
encourage you. They do their own work. They are not like, “Let me help you with 
this”. If I get something wrong, they aren’t the people to help me but when I’m in 
Māori, they give me the help I need without even asking.  
Adrika’s comments highlighted the concept of mahi tahi which, as previously mentioned, is a 
strategy from traditional times when Māori worked interdependently because of the communal 
social structures of the time (Berryman, 2013). Mahi tahi helps support and strengthen 
relationships by co-constructing new understandings and knowledge. The suggested outcome 
from mahi tahi is kotahitanga when the specific goals have eventually been achieved 
88 
(Berryman, 2013). Berryman’s (2013) research links well to the statement above by Adrika 
which shows that the students in her class collectively work together to support and encourage 
each other which aligns with kaupapa Māori values.  
Jordan made similar comments to Laura and Adrika and added a further comment about the 
relationships in the te reo Māori class: 
With us in the Māori class, I consider the class to be a tight whānau group that we 
have. Helping each other. Not just in general but in other areas as well.  
As previously mentioned in Metge’s (1995) research, whānau is commonly used in a wider 
context to refer to a collective of people who are not always kin related or part of the extended 
family of the individual. However, they still operate by some of the whānau values used to 
govern relations with each other such as aroha (love), whanaungatanga, taha wairua (spiritual 
dimension), taha tinana (physical dimension), ora (health), tikanga, and mana (prestige) (Metge, 
1995). Jordan used the term whānau to talk about the closeness of the students in his te reo 
Māori class and also made connections with his classmates helping each other, which are 
inherently interwoven in the aforementioned whānau values.  
Sam, who is a junior student, made a comment concerning other Māori students helping him 
out: 
When I was stuck on something, they [Māori students] would help me. If I had to 
write something in Māori they would help me.  
The comment by Sam showcases the use of manaakitanga and the establishment of tuakana-
teina relationships. The students displayed manaakitanga in the class, which is part of the 
tikanga to show caring for one’s own learning but also to support other students in their 
learning. Furthermore, this relates well to the tuakana-teina learning relationship which is about 
guiding and supporting students in their learning (Royal Tangaere, 1997). In the case of Sam, 
89 
he needed extra support for learning te reo Māori so that he could attain a better understanding 
and knowledge of the content taught in the classroom.  
The students remarked on the close friendships with their Māori peers. Manaakitanga was a 
common theme from the participating students and is one of the five key ethos and core values 
of the school which also includes whakaute (respect), pono (integrity) and kairangi (excellence). 
Manaakitanga is a value that is instilled in the classroom and the wider school space as it 
exemplifies reciprocal caring that is based on respect and kindness (MacFarlane, Glynn, 
Cavanagh, & Bateman, 2007). There is evidence in the students’ statements that show there is 
genuine kindness and respect between the non-Māori and their Māori peers.  
The above comments by Adrika, Jordan, and Sam concerning the support they receive from 
their Māori peers in the classroom also demonstrates the concept of knowledge and the sharing 
of information and expertise that some students may have. Mōhiotanga is an important aspect 
of tikanga Māori and is defined by Royal (2005) as “when the person understands both in the 
mind and in the spirit, then it is said that, that person truly ‘knows’ (mōhio)” (p. 9). Mōhiotanga 
was also described as a principle of practice that promotes the building up of knowledge and 
influences new learning (Kokiri Hauora, 2016). Mōhiotanga is also evident in the student 
comments when they shared knowledge, information, and skills with each other to support the 
learning in the te reo Māori class.  
Teachers and Leaders  
The focus of this section is to discuss comments of the students concerning relationships 
between them and some of their teachers and school leaders regarding the use of te reo Māori 
and tikanga Māori in the school. Some of the features concerning how te ao Māori is integrated 
in the school culture is evident in some of the comments described by the students. The school 
culture is both complex and significant in education, and is often shaped by the history, context, 
and people involved in the school (Stoll, 1998). Many of the students interviewed spoke about 
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the use of te reo Māori by the school principal and other teaching staff and this is discussed in 
the following section.  
Jordan explained about the role the school principal plays in regards to speaking te reo Māori 
at official occasions such as student assemblies and formal prizegiving:  
The principal is an inspiration. He’s up on stage talking in his speeches. The 
beginning part he would speak Māori, even if he gets it wrong or partly wrong. He 
gives it a go. He also enjoys kapa haka as well, which I have seen. [He is] one of 
the greatest non-Māori role-models I have seen using Māori.  
School leaders play a key role in shaping and determining the school culture, and it is the 
responsibility of school principals to communicate the core values of the school to the staff, 
students, and community (Peterson & Deal, 1998). The above comment by Jordan shows the 
commitment of the principal to te reo Māori during formal school events. The actions described 
by Jordan of the school principal are powerful because he has been reported to use Māori 
greetings, phrases, and sentences in his speeches and informal conversations and in meetings 
with staff and students, and can therefore be seen as a positive influence for te reo Māori in the 
school. Therefore, te reo Māori can been seen as integral to supporting the core values of the 
school.  
Laura also commented about a particular teacher who she thought made a considerable effort 
to use te reo Māori: 
The old Dean was really good. He always came up to me and asked how to 
pronounce this properly. Next time he saw me he said, “Have I got it right?” He 
obviously had been practising because he got it right. It made me feel really smart. 
It made me feel like I was better than him in a way but even though he was a teacher. 
It made me feel really good.  
The statement by Laura is a clear case of ako in action. The teacher is directly learning from 
the student. It can be argued that the learning relationship between Laura and her former Dean 
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signifies the ako relationship more than that of the tuakana-teina relationship because they are 
at different generational levels (student–teacher) rather than the same generational level 
(student–student). Although the tuakana-teina relationship model is particularly important 
concerning teaching and learning, in an education setting, it is often seen as a buddy system 
model between two people where one person is more knowledgeable on a specific topic and 
shares that knowledge with another person (Royal Tangaere, 1997). It was encouraging to see 
that teachers such as Laura’s previous Dean also utilised the mōhiotanga of Laura to check the 
accuracy of te reo Māori that he wanted to use.  
Kalasia also made positive remarks about the school’s attitude towards the Māori language and 
culture: 
I reckon the school is good at promoting Māori because they have Māori nearly 
everywhere. The kapa haka always performs when there are assemblies and when 
guests come to school. We have a cool school haka as well. Nearly every week, you 
hear Māori everywhere. The principal talks Māori. It’s pretty good.  
Kalasia acknowledged the school principal’s use of te reo Māori. She also made the comment 
about the prominence of te reo Māori and the school kapa haka group. The visibility of te reo 
Māori in the school culture links with the research by Kohonen (2003) concerning the culture 
of language learning in the school. Kohonen (2003) wrote about the importance of values 
education and how members of the school community communicate and interact such as 
community partnerships and parental collaboration. The social learning environment of the 
school must stress the significance of lifelong attitudes to learning, and therefore, teachers have 
a responsibility to reflect and monitor their own values and assumptions when organising their 
lessons (Kohonen, 2003). According to the students in this research, te reo Māori is integrated 
into the broader school culture and is part of the wider values that the school promotes to the 
school community.  
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With regards to other school staff using te reo Māori, Sam spoke about his non-Māori teacher’s 
use of te reo Māori in the classroom: 
My science teacher uses [te reo Māori] in the classroom before we go in, when we 
are lining up outside and she uses it in a way that we can actually understand it. It 
makes me surprised and it makes me feel stunned that she knows Māori.  
Sam’s teacher is displaying culturally responsive pedagogy by demonstrating a commitment to 
using te reo Māori in the learning environment (Berryman, Lawrence, & Lamont, 2018). This 
can also be connected to manaakitanga in that the science teacher was demonstrating integrity 
and respect towards te reo Māori. In addition to this, the practice and development of te reo 
Māori and tikanga Māori is part of the New Zealand’s Education Council (2017) standards 
where teachers have to demonstrate a commitment to tangata whenua and a Te Tiriti o Waitangi 
partnership. Sam suggested that his teacher was using te reo Māori in an authentic and 
meaningful way, where Sam could “actually understand it” and therefore his teacher shows a 
commitment to tangata whenua and Te Tiriti o Waitangi by using te reo Māori at school.   
The statement by Sam also aligns with recent survey results that showed that more English-
medium teachers in primary and intermediate schools are using te reo Māori in their classrooms 
such as greetings, giving short instructions, and directions (Bright & Wylie, 2017). The example 
of more teachers using te reo Māori in classroom instruction is firstly being culturally 
responsive to the Māori students by validating their cultural identity in the classroom, and 
additionally, is also an example of normalising the use of te reo Māori in the school. Although 
there is no academic research about the frequency of te reo Māori being used in secondary 
schools, research shows that more primary and intermediate school teachers are using more te 
reo Māori, which will help standardise te reo Māori in the early years of the education system 
in Aotearoa New Zealand (Bright & Wylie, 2017) 
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Conclusion  
The participating students identified the significance of whānau, teacher, and student peer 
support for the learning of te reo Māori. The connection between whānau support, relationships 
with Māori students, and the teachers and leaders is important in order to strengthen support 
structures for non-Māori students learning te reo Māori. This is significant because these 
students do not necessarily have the same external language and cultural support structures as 
Māori students, so it is essential that these particular relationships are further strengthened.  
Some of the students took photos of their whānau and peers to strengthen the argument that 
these relationships were essential to support their aspirations of learning te reo Māori. It was 
clear that whānau played a key role in helping students choose te reo Māori as a subject and 
was also important for the ongoing support needed to continue learning. The students in this 
research spoke highly of their Māori peers and many Māori concepts related to relationship 
building such as manaakitanga, tuakana-teina, and mōhiotanga were identified.  
The school principal and several teachers were also mentioned by the students in relation to 
their use of te reo Māori as part of the school culture. The students described examples of their 
school principal and teachers using te reo Māori in school assemblies and the classroom. The 
students saw this as positive and a constructive way of valuing te reo Māori in the wider school 
and also identified the concept of culturally responsive pedagogy by teachers acknowledging 
and respecting te reo Māori in a number of school settings such as assemblies and the classroom.  
In line with the pepeha at the beginning of this chapter, it is important to recognise that the te 
reo Māori learning journey for these students is a collective responsibility. A range of support 




Chapter 6: Taonga/The Value of te reo Māori 
Ko tō reo, ko tōku reo, te tuakiri tangata. Tihei uriuri, tihei nakonako. 
 
Your voice, my voice, it is an expression of identity. Behold, the message and the messenger. 
Introduction 
The whakataukī at the beginning of this chapter refers to the importance of language and how 
this is expressed through people (O’Carroll, 2013). It is about giving a voice to the people so 
that they can openly express their identity, and therefore their descendants will live on and 
thrive. Te reo Māori and tikanga Māori are significant concepts of kaupapa Māori research 
(Walker et al., 2006). They are expressions of te ao Māori that underpin this research project. 
Therefore, the value of te reo Māori is described in this chapter and connects with the themes 
concerning the motivations, attitudes, and learning experiences of the research participants.  
This research project enabled the non-Māori student participants to express their personal 
experiences about learning te reo Māori and participating in te ao Māori, and how these 
experiences linked back to their own identities. For instance, te reo Māori has a unique way of 
expressing meanings with its own intrinsic value and special significance to both Māori and 
non-Māori (Ministry of Education, 2009). Therefore, te reo Māori is intrinsic to the expression 
of the Māori culture and Māori identity. Many of the students in this research took photographs 
highlighting their opinions about the status of te reo Māori, how they deemed the language and 
culture were relevant to their identity, and the value of te reo Māori to them. These ideas were 
located within the broader subject of whether te reo Māori should be a compulsory subject. This 
chapter provides an examination of these topics. 
I argue that students that learn te reo Māori at secondary school level are more likely to prioritise 
te reo Māori as an essential characteristic of a collective New Zealand identity. The students 
spoke about the importance of te reo Māori to them as New Zealanders. They also expressed 
respect towards Māori as the indigenous people of the country as a result of learning te reo 
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Māori which recognises the integrative motivation of the students. This chapter examines how 
te reo Māori is connected to popular conceptions of New Zealand national identity. 
I also argue that most of the students interviewed for this research project, particularly the senior 
students, chose to learn te reo Māori and therefore recognised the value of te reo Māori and 
Māori culture. For these students, the decision to learn te reo Māori was not just an academic 
choice, but also a political stand.  
Aotearoa New Zealand Identity  
This section of the chapter identifies and describes the participants’ views of this research topic 
describing their views of what contributes to an Aotearoa New Zealand identity. Firstly, a 
national identity is a shared understanding of the features and qualities that differentiates one 
nation from another (Barker, 2012). A national identity is not permanent and has multiple 
threads, such as the different views from a range of groups, and the differences between internal 
national identity and external identity including how a country presents itself on an international 
stage. For example, Jordan is an avid and keen local club rugby player and has numerous posters 
of rugby teams on his bedroom wall including the New Zealand national rugby team, the All 
Blacks, and the Auckland Blues, a regional professional rugby team. Jordan took a photo of a 
poster in his bedroom of the All Blacks performing the haka (see Figure 7) as he felt this was 
an important feature of Māori and New Zealand identity and said: 
There are people like Piri Weepu who inspire me. He has led the haka many times 
for the All Blacks. Watching him perform the haka made me want to learn the Māori 
language and see the perspectives of the Māori culture.  
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Figure 7: A bedroom poster of the All Blacks performing the haka (Photo: Jordan) 
The haka mentioned by Jordan is a haka composed by Ngāti Toa Chief, Te Rauparaha named 
Ka Mate (Ngāti Toa Rangatira, 2017). Ka Mate was first performed by the New Zealand Native 
Rugby team in 1885 and consequently performed by the All Blacks before each of their rugby 
matches. Jordan spoke about the influence of Māori culture in sport such as rugby and how that 
inspired him to learn te reo Māori. Jordan also made a connection to te reo Māori through haka 
performed in the sporting arena and his own intrinsic motivation to learn te reo Māori.  
However, not all the commentary concerning haka has been positive. For example, there have 
been recent comments by former politician Don Brash that the haka glorifies violence amongst 
Māori (Newshub, 2018). Another example is high profile sports journalist, Joseph Romanos, 
who suggested that the haka is overdone and has lost its value (Romanos, 2013). Firstly, I 
strongly refute the comments by Brash and argue that the haka plays a pivotal role in 
showcasing te ao Māori and are performed in many different gatherings such as sporting 
occasions, weddings, birthdays, and school events. Jordan’s views show that haka performed 
in a mainstream environment can inspire others to learn more about te reo Māori. The kaupapa 
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Māori principle of taonga tuku iho or the goal to enhance the legitimacy of te reo Māori and 
mātauranga Māori through the practice of haka is illustrated in Jordan’s photo and comments.  
Jordan also mentioned former All Black rugby player, Piri Weepu, as a role-model. Young 
males idolise sporting stars who display strong characteristics such as bravery, toughness, and 
competitiveness within the sporting discourse (Lines, 2001). Male sport stars promote features 
similar to that of a battlefield, with the athletes displaying qualities that promote masculinity 
(Holt, 1999). In this research project, Jordan identified the influence of Piri Weepu and his role 
in the haka in his initial decision to learn te reo Māori. Jordan recognised that Piri Weepu 
showcased Māori attributes which was important for him and his te reo Māori journey.   
Sibley, Hoverd, and Liu (2011) conducted research looking at how sport contributed to the 
Aotearoa New Zealand national identity. Five key dimensions were identified from surveys 
conducted in Auckland and Wellington. These dimensions were liberal democratic values, 
sporting culture, cultural/bicultural awareness, citizenship/ancestry, and patriotic values. The 
final results of the survey, mostly answered by Pākehā university students, stated that there was 
a tension between those who aligned their views of a New Zealand identity to the values and 
symbols of the Anglicised European dominant majority and the more inclusive domain that 
recognises Māori culture and a bicultural pluralistic society. I argue that the haka is an active 
part of the sporting culture as it is performed at a wide variety of different sporting events and 
sports, and also supports the critical dimension of cultural awareness as haka are also performed 
in mainstream environments. Haka have also been integrated into many school programmes to 
support te reo Māori and tikanga Māori. Therefore, Jordan recognised the influence of Māori 
culture in sport and the impact this had on him and his decision to learn te reo Māori.  
This highlights the importance of te reo Māori which was mentioned by Laura who is a 
passionate advocate for te reo Māori. She made the following response about te reo Māori: 
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Te reo Māori is the native language and is important to New Zealand. It’s a dying 
language also.  
Laura acknowledged the status and indigenous value of te reo Māori. Like other indigenous 
languages of the world, te reo Māori is also in decline due to the influences of colonisation and 
globalisation, which are linked to the domination of the English language (Rewi & Rātima, 
2018). Native speakers of indigenous languages who can ensure the survival of te reo Māori 
are not being replaced. The comment by Laura regarding the potential death of te reo Māori 
could act as a form of motivation for a non-Māori student such as Laura to continue to learn te 
reo Māori. The comment shows a form of integrative motivation by showing her support for 
the vitality of te reo Māori. 
A question that can be posed from Laura’s statement above is then to whom does the 
responsibility for the survival of te reo Māori lie with? In an interview with Bill English, the 
former Prime Minister of New Zealand, he claimed that while te reo Māori is an important part 
of New Zealand’s identity, it is the responsibility of Māori to save te reo Māori (Newshub, 
2018). No doubt Māori initiatives such as kōhanga reo and kura kaupapa Māori have shown 
that many of the successful te reo Māori revitalisation efforts were led by Māori for Māori. In 
addition to supporting the revitalisation of the language, there was also a great effort to reclaim 
Māori control over Māori lives (Rewi & Ratima, 2018). An argument put forward by Boshier 
(2015) suggests that perhaps in the future there will be more Pākehā than Māori people speaking 
te reo Māori due to issues such as poverty of Māori and therefore implies that Pākehā will help 
support the language revitalisation efforts. In other words, Māori families are more likely to be 
affected by financial hardship and therefore access to education will become more limited. In a 
kaupapa Māori context, the principle of Te Tiriti o Waitangi affirms the protection of te reo 
Māori and as a treaty partner, the Crown must honour their obligations to Te Tiriti o Waitangi 
by supporting the ongoing revitalisation of te reo Māori.  
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Adrika made a similar comment to that of Laura concerning the possible death of te reo Māori: 
Te reo Māori is just as important as New Zealand Sign Language and English. Just 
because it might be dying, other people don’t want to take it. I think our generation 
should take it as a school subject because most of the signs here in New Zealand 
are in Māori. If you know how to pronounce words well and you understand what 
it says, then that’s going to help you in the future.  
Adrika remarked on the significance of te reo Māori as being comparable to English and New 
Zealand Sign Language which was made an official language in 2006. She considered each of 
the three languages as equally important. She also commented that te reo Māori is an 
endangered language, which could mean its status as a dying language could deter others from 
learning it. Research by Wright (2015) points out that many minority languages will likely die 
out completely due to many reasons. One of these reasons includes that some languages having 
no written form and are spoken by only a small number of people. Adrika suggested that a way 
to save te reo Māori was for her school-aged peers to learn te reo Māori at school. New Zealand 
governments have put resources into Māori language education in schools and offered 
scholarships to support more te reo Māori teachers. Adrika suggested that further policymaking 
is a possible response to language loss and that central government could play a stronger role 
in supporting te reo Māori in school by making the language compulsory.  
The above statement by Adrika also links to the five stages of language death (Wurm, 1998). 
The five stages are potentially endangered, endangered, seriously endangered, terminally 
endangered, and dead. A potentially endangered language means that not all children are 
learning the language. An endangered language suggests that there are no or very few children 
that speak the language. A seriously endangered language indicates that the youngest speakers 
of the language is in the parent generation. A terminally endangered language signifies that 
youngest speakers are in the grandparent generation. A dead language shows that there are no 
speakers of the language remaining. Therefore, te reo Māori can be identified as a potentially 
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endangered language because not all children are learning te reo Māori in Aotearoa New 
Zealand.  
Adrika also commented about the importance of pronouncing Māori words correctly. Research 
conducted by Tito (2008) looked at the use of te reo Māori in secondary schools. The students 
shared the view that New Zealanders should generally pronounce te reo Māori words correctly, 
and that there could be a number of factors why people are mispronouncing Māori words 
reasons such as laziness, lack of knowledge, and media influence. A documentary hosted by 
Māori Performing Artist Hinewehi Mohi highlighted that many non-Māori adults had 
knowledge of how to correctly pronounce Māori place names but purposely choose to 
mispronounce these names (Mohi, 2010). There were a number of reasons for deliberately 
mispronouncing these names including a fear and insecurity of using correct Māori 
pronunciation.  
On the other hand, constant pressure on the correct pronunciation of te reo Māori is seen by 
some as killing the language and putting people off from learning it (Harvey & Moon, 2017). 
It is claimed that there is no precise way of pronouncing Māori words because of the te reo 
Māori dialect differences (Harvey & Moon, 2017). However, there are flaws in this argument, 
because according to Māori language experts, there is a correct way of pronouncing Māori 
words regardless of the dialect (Kelly, 2018). Pronunciation is essential when it comes to second 
language learning and it needs to be incorporated into classroom activities as a core component 
of communicative skills (Gilakjani & Ahmadi, 2011). Adrika believed that using correct 
pronunciation of te reo Māori was showing respect towards the language and would be 
beneficial towards future pathways. Adrika suggested that perhaps New Zealand’s education 
system is not yet equipped to deal with the demands of a bilingual future, and it could be that 
mandatory te reo Māori can support this. Adrika argued that using correct pronunciation shows 
respect and understanding of te reo Māori which is important and contributes to a healthy New 
Zealand identity.  
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The personal characteristics of the student can play a pivotal role in determining the successful 
acquisition of native-like or near-native pronunciation of the language that they are learning 
(Gilakjani & Ahmadi, 2011). It is therefore important to learn how to pronounce Māori words 
correctly as a second language learner, but this will depend on a range of variables such as 
motivation, exposure, attitude, and classroom instruction. For these reasons, I believe that the 
correct pronunciation of te reo Māori is important when learning te reo Māori as it shows respect 
to the language, as was noted by Adrika. The point was made by Adrika that towns and cities 
in New Zealand have Māori names and therefore te reo Māori has a strong presence in the 
historical context of place names. In recent times, there has also been recognition of the use of 
the tohutō (macrons) on Māori words used in mainstream media outlets and organisations. The 
tohutō is a horizontal line marked above a vowel in a Māori word to indicate a longer sound 
and is especially important to emphasise when speaking and writing in te reo Māori (Murrell, 
2018). Adrika made the point that it is essential that her generation has an understanding of 
nuances and correct pronunciation of te reo Māori, as it shows understanding and respect 
towards the language and its origins which is an essential component to the principle of taonga 
tuku iho and signifies the validity of te reo Māori.  
In addition to correct pronunciation, it is also valuable to understand the usefulness of te reo 
Māori from the point of the view of the students. Adrika’s acknowledgement of the importance 
of te reo Māori alongside English and Sign Language also highlights her acceptance and 
awareness of biculturalism in New Zealand (Hill, 2010). Adrika’s learning of te ao Māori has 
given her opportunities to develop knowledge and understanding of tangata whenua and 
recognises the integration of te reo Māori in a bicultural setting.  
Jordan spoke about the usefulness of understanding te reo Māori. He also acknowledged the 
value of learning a second language: 
If you’re living in New Zealand, you probably should know a bit more about New 
Zealand and [te reo Māori] is everywhere so it’s probably handy to have another 
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language. It’s good to know two languages because it’s a good skill to have and it’s 
rare.  
It is estimated that 60–70% of the world’s population is at least bilingual (Hill, 2017). 
Numerous studies have shown the benefits of knowing more than one language (see Bialystok, 
2011; Flavell, 2012; Lauchlan, Parisi, & Fadda, 2012; Valian, 2014). For example, bilingual 
people regularly outperform their monolingual counterparts in duties involving executive 
control (Bialystok, 2011). Research conducted by Flavell (2012) concerning kura kaupapa 
Māori students learning Spanish showed that people who speak two or more languages have 
better future employment opportunities. In addition, Flavell (2012) found that the students’ 
parents felt that learning Spanish broadened their children’s worldview. There is also research 
that supports the need to promote and sufficiently fund long-term bilingual and immersion te 
reo Māori programmes (May, Hill, & Tiakiwai, 2004). This research also highlights the need 
for an improved strategy that provides whānau, teachers, and policy makers with correct 
research-based evidence that details the strong benefits of bilingual and immersion education. 
However, the majority of New Zealanders are monolingual (Cunningham & King, 2014; 
Flavell, 2012). It can be assumed that because monolingualism is standard in Aotearoa New 
Zealand, that Jordan has not had exposure to people around him communicating in more than 
one language and subsequently feels that bilingualism is rare. As an official language, te reo 
Māori can be naturalised through a range of different responses and this research plays a role 
in demonstrating how non-Māori secondary school students can support ongoing revitalisation 
efforts.  
The above quote by Jordan also links to a kaupapa Māori perspective regarding New Zealand 
identity. A kaupapa Māori view seeks to validate Māori values, thinking, aspirations, language, 
culture, and history (Mane, 2009). Te reo Māori is a strong focus of kaupapa Māori, and Jordan 
believes that the learning and utilisation of some kaupapa Māori perspectives such as te reo 
Māori are paramount to anyone “living in New Zealand”.  
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Experiential learning is an important part of any classroom because it provides authentic 
opportunities for student learning with the intentional combination of experience and learning 
(Knobloch, 2003). Experiential learning supports the idea that classrooms are diverse settings 
and that it is important to expose students to interesting and multi-sensory learning experiences. 
A study by Rewi, Paringatai and Hokowhitu (2012) analysed the benefits of localising te reo 
Māori curriculum content at the University of Otago. In their research, they found that 
introducing a local context to the teaching and learning of te reo Māori supported and enhanced 
the language learning experiences of the students.  
As a result, learning te reo Māori at school is enhanced by leaving the classroom and visiting 
sites of historical significance that the students are learning about. Many of the students also 
comment on how school field trips enhance their te reo Māori learning experiences. One 
particular trip to Rangiriri, which is a small settlement in the Waikato region and home of the 
decisive land war between the imperial soldiers of the former government forces and Māori 
(Belich, 1986), was mentioned several times in the interviews. The battle of Rangiriri was a 
major engagement in the invasion of the Waikato region in November 1863 (Payne, 2014). At 
the time, the Kīngitanga (Māori King Movement) was resisting the expansion of the British 
settlers. However, because of the Rangiriri invasion, 1.3 million hectares of land was 
confiscated, and the Waikato Tainui people forfeited their customary ownership over their land 
to the Crown.  
The students learnt about the New Zealand Land Wars in their senior te reo Māori class, and 
particularly about Rangiriri. Adrika explored the idea that learning about the Rangiriri land wars 
was empowering for her and she believed was an important part of history that all New 
Zealanders should know: 
I think the land wars are significant to New Zealand. The Māori people never 
stopped fighting and they kept on fighting because they worked so hard for the 
people and that’s why they are all here because of their tūpuna. It gave me a 
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different perspective on the history of this land. It made me proud to be learning te 
reo Māori. It’s really important that all New Zealanders learn about our land wars 
because those wars are an important part of our national history and identity.  
 
Figure 8: Rutherford College senior te reo Māori students at Rangiriri (Photo: Adrika) 
Adrika spoke about being proud to be learning te reo Māori particularly concerning topics such 
as the Rangiriri land wars. Learning te reo Māori at the senior level (Years 12 and 13) is topic 
based and therefore encompasses more than just learning the language. In 2017, the Year 13 te 
reo Māori class at Rutherford College travelled to Rangiriri to learn about the land wars that 
occurred there. Adrika acknowledged the critical importance of learning about Rangiriri and 
other New Zealand Land Wars. It can be argued that Adrika had not previously learnt about 
land wars in New Zealand and this increased her awareness, and that local and national history 
needs to be promoted further as it is important for our Aotearoa New Zealand identity. 
Therefore, the more we have an understanding of our stories the better connected we are as a 
unified nation. Students learnt about land wars such as Rangiriri in combination with learning 
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te reo Māori. Therefore, their learning experiences enriched their understanding of New 
Zealand Land Wars and clearly illustrates the interconnectedness between language and culture.  
Adrika made a connection between Rangiriri and the attitudes of Māori to the land, which is a 
component of the kaupapa Māori concept of tino rangatiratanga. The principle of tino 
rangatiratanga relates to self-determination and independence. Adrika recognised the traditional 
and spiritual relationship that Māori have with the land. The land is acknowledged as the basis 
of Māori culture, and the relationship to land can be specifically linked to facets important to 
Māori such as spirituality, identity, social structure, and economic resources (Challenger, 
1985). Māori have strong spiritual bonds with the land and acknowledge Papatūānuku as the 
Earth Mother. Māori play a strong role as kaitiaki to preserve and protect the mauri (life force), 
wāhi tapu (sacred sites) and taonga such as the whenua. Māori continue to practice kaitiakitanga 
and have their own approach to resource management in order to nourish their people and 
natural resources for the future (Challenger, 1985). Therefore, there is a significant relationship 
between the health of the land and the wellbeing of the people. Rangiriri is important to the 
people of Tainui which is a battle and burial site of historic and cultural significance (Haunui-
Thompson, 2016). To learn about the New Zealand Land Wars is to understand the importance 
of land to Māori, which Adrika accepted as highly significant to Māori, but also vital for all 
New Zealanders to learn about.  
The Labour Government recently announced that New Zealand history will be taught to all 
students in schools from 2022 (New Zealand Government, 2019). Kalasia also highlighted the 
te reo Māori class trip to Rangiriri as a vital part of learning about our national history:  
I learnt a lot about Rangiriri and how it was an important part of the history for 
Māori. How it started with the Treaty of Waitangi. It surprises me that not many 
people know about Rangiriri and I think that more should know about Rangiriri 
because it’s part of our history. For some people, it could have been their great-
grandparents or great-great-ancestors involved in the war.  
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Learning te reo Māori at secondary school senior level provided an opportunity for both Kalasia 
and Adrika to learn about an important event in New Zealand’s history that they would not have 
learnt about otherwise, along with travelling to the place itself and experiencing the wairua 
(spirit) of the past. Kalasia refers to Te Tiriti o Waitangi and according to her, it was the 
beginning of the land wars. Te Tiriti o Waitangi essentially promised Queen Victoria of 
England governance rights over New Zealand, guaranteed Māori their chieftainship over their 
land and estates, and promised Māori protection by the Queen (Orange, 2013). History shows 
us that the Crown immediately ignored their obligations to Te Tiriti o Waitangi, hence the 
beginning of the land wars such as Rangiriri (Orange, 2013). This also connects with the 
kaupapa Māori concept of āta, which is to focus on relationships within a safe space and how 
to engage with others (Pohatu, 2004). Māori and Pākehā must work together to support the 
learning of Aotearoa New Zealand history in our schools.  
In terms of a kaupapa Māori stance, Te Tiriti o Waitangi affirms the status of tangata whenua 
and their relationship with the Crown. It is about affirming the rights of Māori and the principles 
that underlie these rights. Te Tiriti o Waitangi recognises the promise to protect Māori interests 
such as iwi rights, the environment, Māori language, and culture (Hayward, 2012). Some of 
Kalasia’s views highlight the importance of participation in and protection of te reo Māori from 
a Treaty perspective.  
Kalasia commented that few people have the knowledge and understanding of the New Zealand 
Land Wars. This is of significant concern that New Zealanders still do not have an 
understanding of some of the past land wars. Presently, New Zealand history are not 
compulsory components of the New Zealand Curriculum. The views concerning the teaching 
of New Zealand history by Adrika and Kalasia suggest that the mandatory teaching of New 
Zealand Land Wars needs to be carefully considered by the Ministry of Education so that 
students have a strong understanding of their local and national history. Topics such as the New 
Zealand Land Wars also provide authentic learning contexts to normalise and increase the use 
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of te reo Māori. Currently, it is up to each individual school to choose to teach about New 
Zealand Land Wars. Kalasia also makes an important note about family links to the Rangiriri 
land war, as many Māori in the Waikato region still have a spiritual connection to the land. 
There are many waiata, mōteatea, and haka that portray the actions and events of the land wars 
to inform others through the medium of te reo Māori. 
The class trip to Rangiriri also highlights the significance of field trips for students. Field trips 
can positively impact on the learning of the students with factors such as prior learning, an 
interest in the subject, and their motivations (DeWitt & Storksdieck, 2008). Therefore, 
including a field trip to Rangiriri as part of the curriculum added value to the learning 
experiences of Adrika and Kalasia by providing stronger understandings of some historical 
experiences in New Zealand. They had prior knowledge of Rangiriri in class before they went 
to visit Rangiriri. Alongside the national debate that New Zealand Land Wars should be taught 
in schools, there is an equally important debate concerning mandatory te reo Māori taught in 
schools.  
The Debate for Compulsory Te Reo Māori in Schools  
This section focuses on comments by the students regarding the national debate concerning 
compulsory te reo Māori in schools. Similar to that of the New Zealand Land Wars, there was 
also strong support by most of the students interviewed that te reo Māori should be a 
compulsory school subject.  
Jordan is an advocate of te reo Māori and strongly believes that everybody should be learning 
te reo Māori and that it should be a subject option available in all schools: 
I believe everyone should be learning te reo Māori. Not just at school. It can be 
anywhere. It can be at a university as well. It’s not a matter of if it’s useful or not. 
It’s a matter of getting to know the country that you live in. Te reo Māori should be 
taught in all schools, especially preschool and primary school.  
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There has been an ongoing nationwide discussion about whether te reo Māori should be a 
compulsory subject taught in New Zealand schools, and this has at times caused controversial 
political debate that has divided opinion (Barback, 2017). Many of the groups that have 
participated in this national debate include New Zealand political parties and teacher unions. 
Some of the ideological questions that have come from the argument include reasons why te 
reo Māori should be compulsory, whether compulsory te reo Māori would support the academic 
and cultural needs of Māori students, and what the benefit would be for non-Māori learning te 
reo Māori (Barback, 2017). Furthermore, there are other practical issues to consider for 
implementing mandatory te reo Māori such as ensuring that there are enough qualified teachers 
to teach te reo Māori and how mandatory te reo Māori can be effectively implemented in 
schools.  
Jordan believes that te reo Māori can be learnt in both informal and formal venues, and makes 
the point that secondary schools are not the only viable environment to learn te reo Māori. 
Boshier (2015) remarks that there are successful te reo Māori learning domains in addition to 
schools, such as marae that could be further utilised for learning te reo Māori. In addition, 
Jordan makes an interesting comment about how learning te reo Māori connects to a better 
understanding of Aotearoa New Zealand. He believes that New Zealanders need to embrace te 
reo Māori because it is part of a national identity. For instance, there are strong attempts to 
increase the coverage of te reo Māori particularly during Te Wiki o Te Reo Māori. Although 
some argue that te reo Māori should have further coverage and started Mahuru Māori in 2013, 
led by te reo Māori advocate, Paraone Gloyne. Mahuru Māori is a celebration of te reo Māori 
during the month of September with the aim of normalising the language in everyday 
interactions by encouraging people to only speak te reo Māori (Te Wānanga o Aotearoa, 2018).  
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Figure 9: Mahuru Māori initiated in 2013 to speak only te reo Māori for September  
Jordan makes the argument that te reo Māori should be a compulsory subject at primary and 
intermediate school levels. Therefore, it can be argued that he connects the learning of te reo 
Māori with a strong sense of identity towards Aotearoa New Zealand. The political debate 
concerning mandatory te reo Māori has been contentious at times between political parties in 
New Zealand. At the time this research was conducted, the Green Party of Aotearoa New 
Zealand were aiming to make te reo Māori part of the core curriculum for primary and 
secondary schools by 2030. They believed that the survival of te reo Māori is not assured and 
requires intervention for all students to learn te reo Māori until Year 10. Furthermore, the Green 
Party of Aotearoa New Zealand wishes for the indigenous language of this country to thrive as 
it is a fundamental part of New Zealand identity (The Green Party of Aotearoa New Zealand, 
2017). The Labour Party has no official plans to make te reo Māori compulsory, but aspires to 
have te reo Māori as an optional subject in all schools and have set aside funding to increase 
the number of te reo Māori teachers. The Labour Party also aim to have te reo Māori integrated 
into the leaning of all early childhood, primary, and intermediate-aged children (Davis, 2017). 
New Zealand First, who are coalition partners in government with the Labour Party, want to 
address the shortage of te reo Māori teachers in schools, but refuse to make te reo Māori a 
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compulsory subject. Whilst the smallest political party in parliament, the Act Party have no 
specific policies related to te reo Māori, and their current leader, David Seymour, is against 
compulsory te reo Māori and links this to social engineering (Newshub, 2017) while the 
National Party wants to make te reo Māori universally available in all schools (New Zealand 
National Party, 2017).  
The Education (Strengthening Second Language Learning in Primary and Intermediate 
Schools) Amendment Bill 2018 currently in parliament in its first reading by former Minister 
of Education, Nikki Kaye. She wants to make an additional language compulsory for all primary 
and intermediate-aged students by prioritising 10 languages that include te reo Māori and New 
Zealand Sign Language. However, the proposed bill will not be beneficial for the ongoing 
revitalisation of te reo Māori as it groups te reo Māori with other languages and ignores the 
special status of te reo Māori as the indigenous and official language of New Zealand. It is 
argued that Nikki Kaye’s languages bill which in 2017 was National Party policy is an insulting 
breach of Te Tiriti o Waitangi obligations and shows a lack of commitment to the revitalisation 
of te reo Māori (Cameron, 2017). Jordan’s views are similar to that of the Green Party by 
supporting their aim that all children should learn te reo Māori and that it should be compulsory.  
Young people have tended not to be asked or involved in any of the formal open discussions 
around this topic, particularly on publicised television and community event debates, and there 
is limited academic research concerning youth involvement in the te reo Māori as a compulsory 
subject debate. Most of the literature concerning the debate of mandatory te reo Māori includes 
some survey data and opinion pieces usually targeted from a political point of view (De Guara, 
2019; Te Ipukarea, 2017). The most significant online survey concerning compulsory te reo 
Māori was administered by Te Ipukarea Research Institute who are based at the Auckland 
University of Technology. This survey showed that attitudes towards te reo Māori are changing, 
and most of the 5,391 respondents to the survey agreed or highly agreed that te reo Māori should 
be compulsory in primary schools (Te Ipukarea, 2017). It must be noted that the survey did not 
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ask about the mandatory learning of te reo Māori in secondary schools. Therefore, this area 
needs to be explored further and this thesis has done so. It is important that there are 
opportunities for young people to be involved in the debate concerning the future of te reo 
Māori taught as a subject in our schools. This research has highlighted that student voice in this 
debate is essential, and students should be given the opportunity to voice their views on topics 
such as compulsory te reo Māori in schools. This thesis is also an opportunity for non-Māori 
secondary school students to have their opinion heard, which makes this research unique.  
There have been some successes for the revitalisation of minority languages as a result of 
mandatory learning in schools. For instance, the Welsh language is part of the Brythonic branch 
of Celtic languages and is spoken by 562,000 (19%) of the Welsh population (Hodges & Prys, 
2018). Welsh governmental policy outlines that all Welsh children should be learning Welsh as 
a first or second language from 3 to 16 years old and has been a compulsory subject within their 
education system since 1999. There has been an increase of Welsh language speakers 
particularly in non-traditional urban areas as a result of Welsh language immersion and 
bilingual education settings (Hodges, 2014). The New Zealand Government has recently 
released its draft strategy for the ongoing revitalisation of te reo Māori called Maihi Karauna 
(Te Puni Kōkiri, 2018). The national strategy has three dominant te reo Māori goals that 
include: 1) Aotearoa New Zealand valuing te reo Māori as part of an Aotearoa New Zealand 
identity by 2040; 2) to have one million New Zealanders who can speak basic te reo Māori by 
2040; and 3) 150,000 Māori speaking te reo Māori as a primary language by 2040. However, 
the Maihi Kaurana strategy surprisingly does not explicitly target mandatory te reo Māori as a 
means of meeting these goals. This is a concern because compulsory te reo Māori in schools is 
a national debate, and should have been offered as a viable solution in the Maihi Kaurana draft 
strategy to increase the numbers of speakers similar to that of the Welsh language strategy. It 
could be that New Zealand looks at the Welsh model in order to meet its target of one million 
te reo Māori speakers by 2040.  
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It is interesting to also note that the original claimants of the 1986 Waitangi Tribunal Te Reo 
Māori claim did not want to make the language compulsory, but wanted to promote te reo Māori 
rather than impose it on others. However, the New Zealand Educational Institution (NZEI) 
union for primary school principals and teachers advocates for all children to learn te reo Māori 
(NZEI, 2015). The NZEI union strongly believe that it needs more resources and support as a 
core curriculum subject for both Māori and non-Māori students as the language is essential to 
their future success.  
Laura was also supportive of te reo Māori being learnt in schools by all students and suggested 
that all students should be learning te reo Māori until Year 12: 
I reckon [te reo Māori] should be compulsory up to Year 12. Kōhanga, kura tuatahi 
(primary school) and until Year 11. By Year 11, you’re doing NCEA and by then 
everyone should be fluent in Māori.  
These views are similarly shared by the Head of the School of Language and Culture at the 
Auckland University of Technology, Associate Professor Sharon Harvey, who advocates for 
compulsory te reo Māori as an obligation under the Treaty of Waitangi. Associate Professor 
Sharon Harvey also recognises that the survival of a language largely depends on how many 
young people speak it (Harvey & Moon, 2017). Similar to the viewpoint of the NZEI union, 
she also believes that Māori language education needs quality resources and that young Māori 
should be the priority when it comes to quality Māori language education. I agree that higher 
levels of resourcing and funding need to be suitably allocated to all Māori language immersion 
settings such as kōhanga reo and kura kaupapa Māori. Around 90% of Māori children attend 
English-medium schools (Education Counts, 2018), so I would argue that quality te reo Māori 
education that includes adequate resourcing needs to also target English-medium schools where 
the majority of Māori students attend. This in turn would support all students, including non-
Māori, to learn te reo Māori. 
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The views of Jordan and Laura also align with some of the views by a Radio New Zealand 
documentary presented by McLachlan (2018) concerning compulsory te reo Māori in schools, 
and whether or not the compulsion of the language would reduce racism. Both adults and 
secondary school-aged students were interviewed and all supported compulsory te reo Māori. 
One non-Māori adult participant stated that if te reo Māori was made compulsory in schools 
then we could raise a generation of young people who could develop an understanding of Māori 
issues better than the generations of their parents and grandparents. A Māori adult participant 
in the documentary said that he wanted te reo Māori to be compulsory as it would enable 
rangatahi (young people) to use te reo Māori and tikanga Māori in their future careers which 
would see the language flourish (McLachlan, 2018).  
There is merit in Laura’s views to suggest that all students should be learning te reo Māori from 
early childhood education to secondary school education. Kōhanga reo makes up 10% of the 
total number of early childhood education centres in New Zealand (Education Counts, 2018) 
and have been responsible for the regeneration of te reo Māori among children under five years 
old. The number of children attending kōhanga reo has declined since it reached its peak in 
1993 with 14,500 children in attendance (Waitangi Tribunal, 2013). In 2014, there were 480 
kōhanga reo with 9,400 children attending (Ministry of Education, 2016). The Waitangi 
Tribunal maintains that fewer numbers were enrolling in kōhanga reo because of the strict early 
childhood politics and therefore many kōhanga reo have been forced to move out of their marae 
premises due to firmer building codes (Waitangi Tribunal, 2013).  There are other issues such 
as funding, where the government would allocate more funding to early childhood centres based 
on the number of university qualified teachers (Waitangi Tribunal, 2013). There is also an 
emerging trend of puna reo (Māori early childhood centres) being established who receive more 
funding than kōhanga reo because they have more qualified teachers working there (at least 
50% qualified teachers) compared with kōhanga reo that are usually operated by local whānau.  
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Laura also pointed out her desire to see all students fluent in te reo Māori once they reached the 
senior level of secondary school. Second language acquisition can usually be understood by the 
notions of complexity, accuracy, and fluency (Housen & Kuiken, 2009). Fluency is reflected in 
how the second language learner can communicate meaning in real time and is in control of the 
language being spoken. The importance of social interaction in the target language should be 
emphasised and is an influential factor in second language learning (Verga & Kotz, 2013). 
Research by Barr and Seals (2018) shows that non-Māori play a role in the revitalisation of te 
reo Māori, and therefore the language used in familiar contexts such as in micro policies in 
schools must be further enhanced. Although the view by Laura for all students to be fluent in 
te reo Māori is commendable, it would be very challenging if students did not learn the language 
in an immersion environment or if language policy and planning concerning te reo Māori was 
not fully resourced for successful language maintenance.  
Kalasia also agreed with the comments by Laura that te reo Māori should be compulsory until 
Year 12. She spoke further about the importance of te reo Māori for the future of young people: 
I reckon [te reo Māori] should be compulsory to Year 12. A lot of students don’t 
stay until Year 13 but I reckon it should be compulsory because it would be easier 
for them when they leave school and prepare for their future.  
Kalasia also agreed with her fellow school peers that were interviewed that te reo Māori should 
be a compulsory school subject. She highlighted the usefulness of learning te reo Māori in 
preparation for when they leave school. There are numerous benefits to be had from learning a 
second language, and bilingualism can support future aspirations of secondary school students 
(East, 2009; Flavell, 2012; Gallagher-Brett, 2004). For example, research by Gallagher-Brett 
(2004) gave 700 reasons for studying a language covering numerous themes and topics. An 
overwhelming 86% of those interviewed in Gallagher-Brett’s (2004) research stated that they 
expected that learning an additional language would support their future, in particular, their 
career goals. Kalasia’s view that learning an additional language would benefit future 
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aspirations is widespread amongst many young people; however, many choose not to learn te 
reo Māori to achieve this but find more value in learning another language.  
The validity and regeneration of te reo Māori is an important facet of the kaupapa Māori 
principle of taonga tuku iho. Therefore, it can be argued that many of the students such as Laura, 
Adrika, and Kalasia saw the mandatory learning of te reo Māori as a means to advance the 
language and increase the numbers of learners of te reo Māori in schools.  
Mack did not have a particular viewpoint on compulsory te reo Māori in schools, but spoke 
about how it was a good idea to learn te reo Māori and that learning te reo Māori was an avenue 
to directly communicate with Māori: 
Learning Māori is a good idea because you get to learn another language and if the 
person is Māori, you can use their language and speak to them.  
Mack shares a similar viewpoint to his peers that learning te reo Māori is useful because there 
are opportunities to speak to those who identify as Māori. Regrettably, many Māori are not able 
to hold a conversation about everyday things in te reo Māori (Ministry of Social Development, 
2016). There has also been a slight decrease in the number of Māori being able to have a 
conversation in te reo Māori from 25.2% in 2001, to 23.7% in 2006 and to 21.3% in 2013 
(Ministry of Social Development, 2016). Although the objective by Mack to learn te reo Māori 
to speak with those who identify as Māori is well-intentioned, it could prove to be challenging 
as most Māori are not able to hold a full conversation in te reo Māori.  
The kaupapa Māori principle of ata connects well to Mack’s statement above regarding using 
te reo Māori to connect with Māori. Ata is seen as a principle that focuses on guiding and 
understanding of relationships and wellbeing (Pohatu, 2004). The learning of te reo Māori 
demands effort and energy, and for some Māori, the use of te reo Māori may be appropriate in 
certain spaces depending on the occasion and space. Mack also recognises that the use of te reo 
Māori can be important in relationships with Māori.  
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Unlike his peers, Sam offered a different view about whether learning te reo Māori should be 
compulsory. He believed that te reo Māori should be an optional subject choice rather than a 
mandatory one: 
Learning Māori should be an option because there are some people who may want 
to learn it and who are interested in it and there may be some other people who may 
just not be interested in it at all.  
Sam’s comment aligns with the views of others who believe that te reo Māori should not be 
made compulsory in schools (Harvey & Moon, 2017). It is believed that mandatory te reo Māori 
in schools will cause more harm and eventually kill the language, as compulsion will not 
address the social and cultural issues related to the revitalisation of te reo Māori and that 
compulsion has never fully revived an indigenous language (Moon, 2018).  
For year 9 and 10 students in Aotearoa New Zealand, the compulsory subjects include English, 
mathematics, social sciences, science, technology, physical education, and health. In addition 
to this, the ability to support students to become more engaged by participating in public debates 
and interpreting information is viewed as necessary in order to become informed citizens. Some 
secondary schools such as King’s College, Auckland Grammar School, Tamaki College, and 
Whangārei Boys’ High School have made te reo Māori a mandatory subject for all Year 9 
students. It was the decision made by the schools themselves rather than the New Zealand 
Government to implement compulsory te reo Māori classes for all students in their schools. In 
the case of King’s College, a private school in Auckland with a small 8% Māori student 
population (Education Review Office, 2017a), it was a decision by the principal at the time that 
it was important for his students to have an understanding of basic te reo Māori and tikanga 
Māori (Tumoana, 2010). Therefore, it was the view of many of the participants in this study 
that te reo Māori should be compulsory in schools because te reo Māori is integral to the identity 
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of New Zealand and that the Māori culture will not survive if the language is not spoken. There 
is evidence that learning te reo Māori will foster empathy among Māori students, and for non-
Māori students, it will help them appreciate cultural diversity (Ministry of Education, 2009).  
The protection of our national taonga, te reo Māori, is a key concept of the kaupapa Māori 
principle of taonga tuku iho. Although the students in this research elected to learn te reo Māori, 
they saw that that the learning of te reo Māori could contribute positively to a collective New 
Zealand identity and further enhance their relationships with Māori.  
Conclusion 
The students’ interviews showed their understanding of the issues such as the role of te reo 
Māori in regards to national identity and the revitalisation of te reo Māori, but also how the 
survival of the language is connected and essential to the culture and heritage of New Zealand. 
Many students spoke about how central the language is to the identity of both Māori and a 
bicultural New Zealand. The students, particularly the seniors, were passionate about learning 
te reo Māori as a means of showing admiration and respect to Māori. Students also linked their 
learnings from their classrooms, particularly about the New Zealand Land Wars in te reo Māori, 
and how that played a role in contributing to their knowledge of New Zealand history. 
According to these students, te reo Māori is fundamental to a collective New Zealand identity.  
Most of the students concluded that te reo Māori should be compulsory in schools until senior 
school. Furthermore, they supported te reo Māori in both early childhood and primary school 
education. Many of the students interviewed were students of te reo Māori before they started 
their secondary school education. This chapter illustrated the relevance of, and the contribution 
these students have made to, the preservation of te reo Māori. There is a strong sense of 
responsibility demonstrated by the students to take care of te reo Māori as they deem the Māori 
language and culture important to all New Zealanders.  
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In line with the whakataukī at the beginning of this chapter, it was recognised by the students 
in this research that learning and using te reo Māori is an opportunity to express a close 
connection to Māori people and culture that in turn is associated with the identity of Aotearoa 
New Zealand. The students are not claiming to be Māori, but have chosen to operate in te ao 




Chapter 7: Kupu Whakatepe/Conclusion  
Nāu te rourou, nāku te rourou, ka ora ai te reo Māori. 
 
With your contribution and my contribution, the Māori language will live on. 
Introduction  
The whakataukī at the beginning of this chapter is a modified version of a well-known 
whakataukī that signifies the importance of working collectively to achieve a common goal. 
This research sought to understand the motivations, attitudes, and learning experiences of non-
Māori secondary school learners of te reo Māori and how they contribute to the ongoing 
revitalisation efforts of te reo Māori. The non-Māori students interviewed in this research have 
clearly contributed to the common goal of this research, which is the ongoing revitalisation 
efforts of te reo Māori as they made the choice to learn te reo Māori at their school.  
In this final chapter, the main findings with regard to the key research questions are summarised 
and general conclusions based on the findings of the research are presented. In addition, the 
strengths and limitations of this thesis are considered and suggestions for future academic 
research are posited. This chapter concludes with recommendations for a number of 
stakeholders including Māori, schools, policymakers, and the Ministry of Education. 
For this research project, the Principal and the Board of Trustees of Rutherford College were 
initially approached. As a result, six non-Māori students (three female and three male students) 
of various ethnicities and ages studying te reo Māori were interviewed concerning their 
motivations, attitudes, and learning experiences of te reo Māori. This research involved semi-
structured interviews and a photovoice approach underpinned by kaupapa Māori theory. All of 
the student participants had taken the opportunity to acquire knowledge of te reo Māori and 
were learners of te reo Māori when the interviews were conducted in 2017. The next section 
focuses on the research findings by answering the three key research questions.  
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What are the Motivations of Non-Māori Secondary School Students Learning te reo 
Māori? 
A major finding from this research was support for the students from their school peers and 
whānau. Firstly, students strongly identified whānau support and encouragement that inspired 
them to choose to learn te reo Māori in Year 9. All of the students had previous learning 
experiences of te reo Māori at either early childhood, primary, and/or intermediate school. The 
students who carried on with learning te reo Māori into the senior school (Years 11–13) 
remarked on the consistent support from their whānau as a motivation for doing so.  
Secondly, most of the students spoke about the strong and positive relationships with their 
Māori classmates, and there were clear examples of kaupapa Māori values mentioned by the 
non-Māori students linking their relationships with Māori students, such as the concepts of 
tuakana-teina, whānau, and manaakitanga. Therefore, I argue that healthy and caring 
relationships between non-Māori learners of te reo Māori with their whānau and Māori peers 
had an impact on their motivation to learn te reo Māori, and therefore contributed to positive te 
reo Māori learning experiences of the non-Māori learners.  
The non-Māori students who opted to take te reo Māori as a subject did so because they wanted 
to further their knowledge and understanding of te ao Māori and thought they could achieve 
this through learning te reo Māori. The students displayed integrative motivation where they 
were attracted to learning the language, culture, and history. The students also displayed 
instrumental motivation where the students strongly believed that learning te reo Māori would 
benefit their future career aspirations. Many of the students were also motivated to learn as they 
were interested in interacting with Māori students and the wider Māori community on a deeper 
level.  
What are the Attitudes of non-Māori Secondary School Students Learning te reo Māori?  
The students had overwhelmingly positive attitudes towards learning te reo Māori. The 
displayed optimistic attitudes towards their learning environment, the school marae, and also 
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the topics studied in class. The students displayed favourable attitudes towards their Māori peers 
and the wider Māori community. Therefore, such positive attitudes towards te reo Māori helped 
increase their motivation and desire to learn more about te ao Māori.  
The non-Māori students experienced a number of valuable learning experiences while studying 
te reo Māori. The non-Māori students had positive learning experiences on the marae that gave 
them opportunities to authentically interact in te ao Māori, such as learning te reo Māori in the 
wharenui, participating in school pōwhiri, taking part in kapa haka, and learning about the 
history of the marae and local Māori. The students had positive learning experiences interacting 
with their Māori te reo Māori learning peers, which enhanced the non-Māori students’ learning 
experiences. 
Some of the students also mentioned their learning experience of the New Zealand Land Wars 
in their te reo Māori classes for the first time, and how they felt that more emphasis of the 
teaching of the New Zealand Land Wars was important for all New Zealanders. I support the 
views of the students and argue that te reo Māori should be a core subject of the New Zealand 
Curriculum until Year 11 based on the view that it would enrich the lives of all New Zealanders 
as a key component of a New Zealand identity. I also support the teaching and learning of the 
New Zealand Land Wars as a key component of the New Zealand Curriculum.  
 
What are the Learning Experiences of non-Māori Secondary School Students Learning 
Te Reo Māori?  
Rutherford College teaches te reo Māori at every year level from Year 9 to Year 13 and is an 
optional subject at the school. The school marae, Te Kōtuku, is instrumental in supporting a 
strong te reo Māori and tikanga Māori base for all te reo Māori students and the wider whānau 
in the community. Many of the students in this research spoke about their authentic cultural 
learning experiences of te ao Māori through learning on the marae and as a result, took photos 
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of the school marae. Students participated in a number of te ao Māori cultural activities on the 
marae such as te reo Māori lessons, pōwhiri, kapa haka, and hākari (feast). In addition, many 
of the students also mentioned more intricate details of their experiences of the school marae 
and other external marae experiences such as marae kawa, concerning the removal of shoes 
before entering the wharenui, the photographs on the wall of the deceased, and the concept of 
tapu. The marae experiences were vital to reference in this thesis because non-Māori students 
do not have their own marae on which to gain this knowledge. The students reported that 
learning on the school marae reinforced their overwhelmingly positive experiences of learning 
te reo Māori. Therefore, I strongly argue that schools should provide non-Māori students with 
authentic learning opportunities of te reo Māori.  
Another aim of this research project was to increase the number of speakers of te reo Māori. 
This thesis could help support increase the number of speakers of te reo Māori by sharing some 
of the experiences of non-Māori secondary school students. There are currently 3,683 non-
Māori secondary school learners of te reo Māori and this research provides insights into some 
of the learning experiences of non-Māori students and may help inform future te reo Māori 
policy for schools. There is a strong need to include more people learning te reo Māori and this 
research can help achieve this by inviting other New Zealanders to help grow and revitalise te 
reo Māori.  
There was also a clear mandate from the non-Māori students that a school culture that embraces 
te ao Māori can encourage and inspire non-Māori student learners of te reo Māori. Many of the 
students highlighted several examples where non-Māori teaching staff, including the school 
principal, openly used te reo Māori in the classroom, playground, and at official schoolwide 
gatherings such as formal assemblies and prizegiving. The students reacted positively to their 
teachers who willingly used te reo Māori. I strongly argue that a school culture that 
constructively reinforces te ao Māori enhances the learning experiences for non-Māori students 
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of te reo Māori and is paramount to their confidence in using te reo Māori outside of te reo 
Māori classes.  
The intentional practice of experiential learning was a vital feature and high impact learning 
method for these students regarding their trip to Rangiriri. The Rangiriri trip empowered the 
students to reflect and recognise the importance of learning about New Zealand Land Wars. I 
strongly argue that experiential learning such as field trips play an important role in enriching 
the learning experiences of the students.  
The students in this research collectively prioritised te reo Māori as a critical feature of a New 
Zealand identity. As a result of the students learning te reo Māori, they expressed their 
appreciation of the Māori people and most of the students acknowledged Māori as the 
indigenous people of Aotearoa New Zealand. The student participants collectively argued the 
major value of te reo Māori for all New Zealanders, and therefore most of the students strongly 
supported the view that te reo Māori should be a compulsory subject in the education system 
for varying school-aged year levels.  
Unexpected Outcomes  
This research led to some interesting findings. Firstly, the conversations and photos by the 
students concerning their experiences on the school marae were powerful. As a result of this 
research, a number of changes have been made to the te reo Māori teaching programme at the 
school to ensure that the school marae is a strong component of the programme. Furthermore, 
there will be an investigation as to how the school marae can be used more effectively using a 
schoolwide approach. As a result of sharing some of the earlier findings to the teaching staff at 
my current school, there has been a stronger commitment by teaching staff to learn te reo Māori 
with six staff enrolling in local evening te reo Māori classes.  
There has been strong interest from the media concerning this research project. I was 
interviewed by the Education Gazette (Tukutuku Kōrero) concerning the learning experiences 
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of the non-Māori students learning te reo Māori at my school (Education Gazette, 2018). I was 
also interviewed by the Television New Zealand Māori news show, Te Karere regarding this 
research (Te Karere, 2016). I have presented my research at various national and international 
education and indigenous conferences and have received positive feedback from other 
delegates. There has also been curiosity shown by other schools who are interested in how they 
can better support and encourage more non-Māori students to learn te reo Māori.  
There has also been interest in the practical application of the outcomes of this research project 
by schools, universities, and politicians. After the completion of this thesis, meetings will be 
organised and set up with the Minister of Māori Development, Minister of Education, Associate 
Minister of Education, and the Minister of Youth Affairs to discuss the findings of this research. 
Furthermore, the research findings will also be presented to the Waitākere Area Principals’ 
Association this year as te reo Māori is an area of importance in all schools in the West 
Auckland region. This research has also contributed to the Te Atatū Kāhui Ako (Communities 
of learning) to support a te reo Māori strategy across Te Atatū primary, intermediate, and 
secondary schools. What can we do as Māori researchers to support these students who are 
willing to engage in te ao Māori as non-Māori? The six young people in this project have 
provided an insight into what we can do. 
Kaupapa Māori with non-Māori Participants 
A kaupapa Māori methodology approach was adopted for this research project as it is informed 
by tikanga Māori and Māori ways of knowing. Historically, kaupapa Māori research has been 
conducted by Māori, for Māori, and with Māori (Cram, 2006). However, there are examples of 
Kaupapa Māori research being conducted on Māori by non-Māori that show non-Māori 
working alongside Māori to support and advance socially and culturally just research practices 
in education (Barnes, 2013). This research is unique as none of the student participants were 
Māori. No other academic research has been located where kaupapa Māori is the primary 
methodology of the study with non-Māori participants. However, I argue that kaupapa Māori 
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methodology needed to be used for this research because the revitalisation of te reo Māori is a 
critical feature of kaupapa Māori methodology and the overarching aim of this research. Also, 
the participants chose to engage in te ao Māori by learning te reo Māori, and in doing so, 
willingly chose to adhere to tikanga Māori. 
This research aimed to support the ongoing revitalisation efforts of te reo Māori. Therefore, this 
thesis also acts as a theoretical contribution to kaupapa Māori theory as it shows how kaupapa 
Māori theory can engage with non-Māori student participants. It was also important to select 
kaupapa Māori principles as a means of interacting with the students throughout the research 
process as these principles are consistent and paramount in their te reo Māori classes. Therefore, 
kaupapa Māori theory may be appropriate for other research projects with non-Māori 
participants depending on the topic and participants.  
Relationship to Kaupapa Māori Principles  
The use of kaupapa Māori principles such as tino rangatiratanga, taonga tuku iho, ako Māori, 
kia piki ake i ngā raruraru o te kāinga, whānau, kaupapa, Te Tiriti o Waitangi, and ata was 
central to the success of this research (Rautaki Ltd & Ngā Pae o te Māramatanga, n.d.).  
The non-Māori students in this research exercised tino rangatiratanga when they were given the 
opportunity to take photos of their learning experiences of te ao Māori, and shared their photos 
during the semi-structured interviews. This was vital to the success of this research because it 
gave the students relative control of part of the research process and established a space for 
them to narrate their own learning experiences. The use of the photos taken by the student 
participants added considerable richness and depth to their personal statements. I also argue 
that the student participants exercised tino rangatiratanga by choosing to study te reo Māori at 
school with the support of their whānau.  
Te reo Māori, tikanga Māori, and mātauranga Māori, as taonga tuku iho, are at the forefront of 
this thesis. The revitalisation of te reo Māori was the main aim of this research and the student 
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participants expressed their positive experiences and views that strongly support the vitality of 
te reo Māori. Tikanga was used throughout the research process. The student participants had 
the option to speak in both te reo Māori and English during the interview process. All student 
participants opted to use a combination of both te reo Māori and English during the interviews. 
Karakia were used in a te ao Māori context to invoke spiritual guidance and protection. Karakia 
that were familiar to the students from their te reo Māori classes were conducted at the 
beginning and end of each of the interviews. Although the student participants were not Māori, 
they were able to function comfortably in a range of Māori settings including their te reo Māori 
classes and te ao Māori activities based on the school marae.  
There are a number of definitions concerning the principle of ako Māori as described in Chapter 
3. In this thesis, ako Māori can be described as the learning relationships between the non-
Māori students and their Māori peers. The concept of tuakana-teina is prevalent in the 
interviews by the student participants. I argue that for non-Māori students to learn te reo Māori, 
there needs to be strong, healthy, and inclusive relationships between non-Māori students and 
their Māori peers.  
Whānau is a core concept of kaupapa Māori. As mentioned in Chapter 3, whānau is about 
relationships with others and the establishment of whakawhanaungatanga. Firstly, I practised a 
great deal of care with the student participants throughout the research process. The students 
were all known to me and had been taught by me in the past. As a result, the students felt 
comfortable during the interviews and were able to speak freely. The student participants 
proclaimed that they enjoyed the whānau atmosphere of the te reo Māori classes and that the 
caring environment supported their te reo Māori learning.  
Kaupapa Māori methodology also supports the principles of Te Tiriti o Waitangi. The main 
principles of the Te Tiriti o Waitangi are about protection, partnership, and participation. The 
student participants spoke highly of their Māori peers in their te reo Māori classes and how they 
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created partnerships and well-established relationships with them. Many of these student 
relationships took time and effort to develop. The student participants actively supported the 
protection of te ao Māori by learning te reo Māori. Although not Māori, the learning experiences 
by the students indicate that they valued and validated te reo Māori. The students are committed 
learners of tikanga Māori through activities on the marae, school haka participation, and kapa 
haka involvement.  
Regarding participation, students spoke of the many Māori language and cultural experiences 
that they encountered at the school. Student participants spoke about the positive Māori 
involvement in the school culture. For instance, te reo Māori was spoken by the school principal 
and their non-Māori classroom teachers. School staff speaking te reo Māori plays an integral 
part of te ao Māori in the school. The authentic learning opportunities that the students had on 
the marae including the school marae and external marae were mentioned. Therefore, the school 
environment reflected the biculturalism of Aotearoa New Zealand and this is critical for non-
Māori students learning te reo Māori.  
The kaupapa Māori principle of āta focuses on relationships and wellbeing (Pohatu, 2004) as 
mentioned in Chapter 3. As the researcher, it was important for me to reflect on my own 
processes at all times. I was deliberate and moved with respect and integrity when working with 
the student participants throughout the process. An important feature of the research process 
was to āta whakarongo (listen carefully). I gave space to the student participants to share their 
personal experiences and views on a range of topics and I demonstrated trust and respect 
throughout the interviews. I had to ensure that all the work, photos, and notes taken were 
completed diligently and that it was correct and appropriate to the research topic and the student 
relationships involved.  
A pūrākau approach as mentioned in Chapter 3 was used in this research because it gave me 
and the student participants opportunities to speak and allow the sharing of experiences. 
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Therefore, pūrākau was used to distribute knowledge, values, and the views of the participants 
during the interviews. The sharing of photos by the students can also be identified as pūrākau 
as these photos also told stories.  
Limitations 
There were a number of potential limitations that can be identified in the research project. In 
terms of the sample size of the research, there were no students from Year 9 included in the 
population. This was because in the limited time that the interviews took place in 2017, none 
of the Year 9 te reo Māori students were known to me. Therefore, access to Year 9 students 
proved difficult. In hindsight, these students would not have been able to give as much detail 
as older students because they would have had fewer experiences learning te reo Māori at 
secondary school level. The sample size of the research could be perceived by others as small 
with only six students. Two of the original participants also had to withdraw from the research 
as they happened to be of Māori descent. A requirement of participation in this research was 
that students were not to be of Māori descent. To make the research manageable for the 
researcher, it was agreed with the support of my supervisors to only interview students from a 
single school.  
All of the students were given the option to take photographs as part of the photovoice method 
but some chose not to. Therefore, this could be seen as a limitation. However, I received enough 
data through the interviews and photos from the other participating students.  
The understanding and recognition of research bias is important to determine the usefulness of 
research results. There was a possibility of selection bias in the process of recruiting student 
participants. As previously mentioned, I selected students and tried to choose a range of students 
from each year level and of various ethnicities to participate in the research. All the students 
involved in the research were previously taught by me. To combat this bias, a reflexive journal 
was used in which I made regular diary entries during the research process. After each 
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interview, I spent a considerable amount of time on my personal observations and thoughts 
before I formally analysed any of the data. In many of the diary entries, there were recordings 
of the student interview experiences, methodological decisions, conferences attended, 
conversations with supervisors, and the logistics of the study. The reflexive journal was kept 
private and not shared with anyone. Therefore, the reflexive journal enabled me to articulate 
my ideas, experiences, thoughts, and the research design such as the design of the research, 
interviews with student participants, data gathering, and data analysis. The reflexive journal 
enabled me to be critical during the research process and as a result, I was able to make several 
changes in the research design of this thesis.  
Future Research  
There are a number of further research opportunities that one can derive from this thesis. Firstly, 
the number of people involved could be increased and from a range of schools to get a broader 
understanding of the subject. Secondly, there could be an opportunity to compare different 
ethnic groups with regards to motivations, attitudes, and learning experiences. Thirdly, the use 
of surveys in a quantitative research project could provide another avenue of analysis. This 
research could also support academic research on the learning of other indigenous languages 
by non-indigenous secondary school students. There could also be future research comparing 
schools with and without a school marae. There also could be a comparison between urban and 
rural schools. Further academic research in this area of non-Māori student participation on the 
marae could also be further investigated.  
Conclusion 
All New Zealanders play a valuable role in the normalisation of te reo Māori. The students in 
this research have recognised that it is not a matter of being Māori or not, instead, it is the value 
we all place on te reo Māori. The use of te reo Māori is the platform to being culturally 
responsive and acknowledges both Māori and non-Māori as Treaty partners. In line with the 
words and intentions of the waiata by Ngoi Pēwhairangi mentioned at the beginning of this 
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thesis, ‘Whiua ki te ao, whiua ki te rangi, whiua ki ngā iwi katoa’, overwhelmingly the non-
Māori students showed a strong commitment and desire to learn te reo Māori. By learning te 
reo Māori, the students developed a greater understanding of te ao Māori and, as a result, this 
has strengthened their identity as New Zealanders. The students showed an increased awareness 
and support for the revitalisation of te reo Māori and are active proponents. Te reo Māori has 
offered the students a window to the Māori world similar to that of the first British settlers to 
Aotearoa New Zealand who initially learnt te reo Māori to interact with local Māori. It is evident 
that exposing these students to te reo Māori reinforces their own unique cultural identity and 
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Appendix A: Interview Questions  
1. When did you start learning te reo Māori? 
2. Why did you start learning te reo Māori? 
3. What do you enjoy about learning te reo Māori? 
4. How is your family involved with you learning te reo Māori? 
5. Do you see te reo Māori or things Māori in the school? 
6. Is te reo Māori an important part of this country?  




Appendix B: Focus Group Questions 
1. When did you start learning te reo Māori? 
2. Why did you start learning te reo Māori? 
3. What do you enjoy about learning te reo Māori? 
4. How is your family involved with you learning te reo Māori? 
5. Do you see te reo Māori or things Māori in the school? 
6. Is te reo Māori an important part of this country?  
7. Should be te reo Māori be a compulsory subject? Yes, or no? Why or why not?  
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Appendix C: Consent Forms  
 
 
Ko te waka reo Māori, he waka eke noa: 
The motivations and learning experiences of non-Māori secondary school students learning te reo 
Māori 
 
CONSENT FORM FOR PARENTS / GUARDIANS 
 
I have read the Information Sheet concerning this project and understand what it is about.  All my 
questions have been answered to my satisfaction.  I understand that I am free to request further 
information at any stage. 
I know that: 
1. My child’s participation in the project is entirely voluntary; 
2. I am free to withdraw my child from the project at any time without any disadvantage; 
3. Personal identifying information [audio recordings and photos taken by the student] may be 
destroyed at the conclusion of the project but any raw data on which the results of the 
project depend will be retained in secure storage for at least five years. 
4. This project involves an open-questioning technique. The general line of questioning 
includes my child’s experiences of learning te reo Māori.  The exact questions which will be 
asked have not been determined in advance, but will depend on the way in which the 
interview develops and that in the event that the line of questioning develops in such a way 
that my child feels hesitant or uncomfortable he/she may decline to answer any particular 
question(s) and/or may withdraw from the project without any disadvantage of any kind. 
5. A pair of movie tickets will be given as a koha to my child. 
6. The results of the project may be published and will be available in the University of Otago 
Library (Dunedin, New Zealand) but every attempt will be made to preserve your child’s 
anonymity if you wish. Please note that during the public photo exhibition, the name of your 
child may be disclosed. 
7.  I a) agree to my child being named in the research, 
OR;  







I agree for my child to take part in this project. 
 
 
.............................................................................   ............................... 
       (Signature of parent/guardian)    (Date) 
 
............................................................................. 
       (Name of child) 
 
 
This study has been approved by the University of Otago Human Ethics Committee. If you have any 
concerns about the ethical conduct of the research, you may contact the Committee through the 
Human Ethics Committee Administrator (ph +643 479 8256 or email gary.witte@otago.ac.nz). Any 







CONSENT FORM FOR SECONDARY SCHOOL PARTICIPANTS 
 
I have been told about this study and understand what it is about. All my questions have been 
answered in a way that makes sense. 
I know that: 
1. Participation in this study is voluntary, which means that I do not have to take part if I don’t 
want to and nothing will happen to me. I can also stop taking part at any time and don’t have 
to give a reason. 
2. Anytime I want to stop, that’s okay. 
3. Matua Will Flavell will audio record me so that he can remember what I say, but the recording 
will be erased after the study has ended. 
4. If I don’t want to answer some of the questions, that’s fine. 
5. If I have any worries or if I have any other questions, then I can talk about these with Matua 
Flavell, Matua Jeff Ruha or Dr Susan Sandretto.  
6. The paper and computer file with my answers will only be seen by Matua Flavell and the 
people he is working with. They will keep whatever I say private. 
7. I will receive a small gift as thanks for helping with this study. 
8. Matua Will Flavell will write up the results from this study for his University work. The results 
may also be written up in journals and talked about at conferences. My name will not be on 
anything Matua Will Flavell writes up about this study if I don’t want. 
9. I understand that the photos I take will be used in Matua Will Flavell’s university work, written 
up in journals and talked about at conferences.   
10. I understand that I can choose to enter one or more photos in the photo exhibition.  
11. I, as the participant:  




  b) would rather remain anonymous 
 
I agree to take part in the study. 
 
.............................................................................  ............................... 
      Signed       Date 
 
 
.............................................................................   





Ko te waka reo Māori, he waka eke noa:  The motivations, attitudes and learning experiences of 
non-Māori secondary school students learning te reo Māori 
University of Otago  
Project Information Card  
Kia ora, 
I am taking part of a research project from the University of Otago. As part of this study, I am taking 
photos about my experiences of learning te reo Māori. I am required to ask permission first before 
taking photos of people. If you don’t want me to take pictures, that’s okay too – just let me know and 
I can turn the camera off. The photos that I take may be used for a public photo exhibition, but I will 
blur your face using a filter before anyone else sees the photo if you want me to.  
If you want to know more about the study or have any questions, please contact: 
 Will Flavell (Otago University Researcher) - will.flavell@gmail.com   
 
 Dr Susan Sandretto (Otago University Lead Supervisor) - susan.sandretto@otago.ac.nz,  
 03 479 8820 
 
I understand that my photo may be used in a thesis, research publications and a community photo 
exhibition as part of Will Flavell’s thesis research.  
 
I give _________________ (student’s name) permission to use my photo 
 
 
 I want my image to be blurred before it is used 
 














Ko te waka reo Māori, he waka eke noa: 
The motivations, attitudes, and learning experiences of non-Māori secondary school students 
learning te reo Māori 
 
SECONDARY SCHOOL PARTICIPANTS and WHĀNAU 
 
Thank you for showing an interest in this project.  Please read this information sheet carefully before 
deciding whether or not to participate.  If you decide to participate, we thank you.  If you decide not to take 
part, there will be no disadvantage to you, and we thank you for considering our request.   
 
What is the Aim of the Project? 
The aim of the project is to interview non-Māori students who are currently learning te reo Māori about 
their motivation and experiences of learning te reo Māori at Rutherford College.  
 
This project is being undertaken as part of the requirements for Will Flavell’s Doctor of Education 
programme.  
 
What Type of Participants are being sought? 
Non-Māori students that are currently learning te reo Māori will be invited by Will Flavell to be involved in 
this research project. There will be a maximum of 8 students involved in this project from years 10 – 13.  
 
What will Participants be Asked to Do? 
Students who agree to take part in this project will be asked to: 
• Attend an initial focus group meeting to talk about the goals of the research and what is expected of the 
participant (45 minutes) 
• Take photos of their experiences learning te reo Māori. If they take photos of people, they will need to 
ask their permission and blur their faces using a filter if they want. Participants can either use their smart 
phones or they may borrow a camera to use. Participants will have up to three weeks to complete this.  
• Have an individual interview about their experiences learning te reo Māori using the photographs as 
prompts (45 minutes – 60 minutes) 
• Take part in a community photo exhibition using the photos that you took. One evening will be involved 
to talk about the research project. Participants may choose not to participate in the photo exhibition but 
still take part in the other research activities if they wish. 
• Attend a final focus group meeting to talk about their experiences being involved in this research project 
(60 minutes).  
 
Please be aware that potential participants may decide not to take part in the project without any 
disadvantage to themselves of any kind. 
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What Data or Information will be Collected and What Use will be Made of it? 
Data will be collected through audio recorded interviews and the photos that will be taken by the 
participants during this research project. 
• The recordings of the audio will be transcribed and used analysis.  
• The photos that will be taken by the participants will be used in an interview and may be used in a 
community photo exhibition. The names of the students will be attached to the photos that they take in 
the exhibition. The photos may also be included in the final thesis and subsequent publications, but the 
participant’s name does not have to be attributed to the photo if he/she does not agree. 
• The recordings of the individual interviews will be transcribed and given to the participant to check.  
 
My supervisors (Dr. Susan Sandretto, Dr. Catherine Hartung and Dr. Karyn Paringatai) and I will have sole 
access to the data and information. The hard copy data will be stored away in a lockable office. Interview 
data will be stored securely online. The data such as contact details, audio files and transcriptions will be 
destroyed five years after the completion of the research project.   
 
The results of this project may be published and will be available in the University of Otago Library 
(Dunedin, New Zealand) but every attempt will be made to preserve a participant’s anonymity in the thesis 
if he/she wishes. On the Consent Form participants will be given options regarding anonymity. Please be 
aware that should a participant wish, we will make every attempt to preserve his/her anonymity in the 
thesis and any publications, except for the public photo exhibition. However, with a participant’s consent, 
there are some cases where it would be preferable to attribute contributions made to individual 
participants. It is absolutely up to the participant which of these options she/she prefers. 
 
This project involves an open-questioning technique. The general line of questioning includes personal 
experiences of learning te reo Māori. The exact questions which will be asked have not been determined in 
advance, but will depend on the way in which the interview develops.  Consequently, although the University 
of Otago Human Ethics Committee is aware of the general areas to be explored in the interview, the 
Committee has not been able to review the precise questions to be used. 
 
If you feel hesitant or uncomfortable about the questions being asked participants are reminded of their 
right to decline to answer any particular question(s) and also that they may withdraw from the project at 
any stage without any disadvantage of any kind. Matua Jeff Ruha is a critical friend for the research project. 
Participants may speak with him at any time if they feel you cannot raise their concerns with Matua Will 
Flavell.  
 
Participants may withdraw from participation in the project at any time.  
 
What if Participants have any Questions? 
If participants or their whānau have any questions about our project, either now or in the future, please feel 
free to contact either: - 
 
Will Flavell OR  Dr Susan Sandretto 
College of Education    College of Education  
021846530   03 479 8820 
flawi650@student.otago.ac.nz   susan.sandretto@otago.ac.nz   
 
This study has been approved by the University of Otago Human Ethics Committee. If you have any concerns about the 
ethical conduct of the research, you may contact the Committee through the Human Ethics Committee Administrator 
(ph +643 479 8256 or email gary.witte@otago.ac.nz). Any issues you raise will be treated in confidence and 
investigated and you will be informed of the outcome. 
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Appendix E: Study Proposal  
 
Study Proposal for William Flavell 2017 
Qualifications sought  
 
I am applying for this study award with the intention to complete a Doctor of Education degree at 
the University of Otago in 2017 
 
Completed Course of Study  
 





The coursework is an 
integral and constitutive 
part of the thesis research 
of the degree. 
60 Semester B 2015 
/ Semester A 
2016 
 
   TOTAL POINTS 60  
 
 
Proposed course of study 
 
Code Level Title Description Credits Semester 
ED Doctorate Thesis 
Research 
A piece of written work that 
reports on the findings of a 
theoretical or empirical 
investigation and is 
undertaken in accordance 
with the regulations for a 
Doctorate degree 
300 Semester B 2016 - 
Completion 
   TOTAL POINTS 300  
 
Period of leave sought 




Ki te kāhore he whakakitenga ka ngaro te iwi. Without foresight or vision the people will be lost 
 
I am currently employed at Rutherford College as HOD Māori. I am one of three Māori, in a teaching 
staff of 100 people. 
 
I have taught at Rutherford College for five years. During my time at the school, I have initiated and 
conducted workshops with staff on ‘what educational success from a Māori perspective’ entails and 
have helped staff to implement te reo Māori me ōna tikanga in their teaching programmes. I have 
been part of the leadership team for two years who have led the Kia Eke Panuku programme, which 
looks at culturally responsive pedagogy and addresses the aspirations of Māori communities by 
supporting the academic and cultural achievement of our Māori students.  
 
In 2013, I initiated the West Auckland secondary school te reo Māori teachers cluster group to 
support other Māori language teachers. It was evident that most Māori language teachers were 
working in isolation and felt that it was important that there was a day dedicated each term for us to 
come together to collaborate by sharing teaching ideas, creating resources for assessment and 
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moderation. This cluster group proved to be a great success particularly for beginner te reo Māori 
teachers who needed extra support.  
 
I completed a Post Graduate Diploma of Education (Māori Education) and a Master of Education in 
my own time as a teacher without any additional support or funding. The Post Graduate Diploma had 
a focus on increasing Māori language and culture proficiency in the classroom. My Master of 
Education thesis investigated a Spanish Language Programme in a Kura Kaupapa Māori. As a fluent 
Japanese language speaker, I believe that it is important that bilingual Māori students have genuine 
opportunities to learn an additional language. 
 
I am a strong advocate for the Māori language, and I am passionate about the regeneration of the 
Māori language. The latest census data shows that the numbers of Māori language speakers are in 
decline. In terms of those who are learning te reo Māori nationally in secondary schools, 26 percent 
of Māori are learning te reo Māori and 4 percent of non-Māori are learning te reo Māori. These low 
rates are of concern. I believe that I have been successful in encouraging more non-Māori students to 
learn te reo Māori at Rutherford College and to continue to study the language through to the senior 
school.  
 
Purpose of Study 
The purpose of the study is to investigate the contribution of non-Māori students of te reo Māori 
towards the revitalisation of the Māori language. The research project seeks to examine the motivation 
and attitudes of non-Māori students within a mainstream, English-medium secondary school context. 
These students will be from Rutherford College.  
 
I believe my study plan achieves the purpose of this award as it will not only enable me to complete a 
large proportion of the proposed study but help me to become more knowledgeable about how to 
make improvements in my teaching programmes and to assist other te reo Māori language teachers 
with their programmes. This research project will be very important particularly in the area of Māori 
language education. Study in this area also supports the Ministry of Educations goals for Māori 
language in education, a focus area for Ka Hikitia – Accelerating Success: The Māori Education Strategy 
2013-2017.  
 
The Ministry of Education (2007) states that “by learning te reo and becoming increasingly familiar 
with tikanga, Māori students strengthen their identities, while non-Māori journey towards shared 
cultural understandings. All who learn to reo Māori help to secure its future as a living, dynamic and 
rich language”. This statement signifies the value that the Māori language has for both Māori and non-
Māori students. 
 
Benefits of Study 
There are two innate benefits to being able to study full time in the area of enhancing te reo Māori 
education in our schools.  I acknowledge all those community leaders, stalwarts and parents who 
have worked hard to get revitalise our language particularly those involved in Māori immersion 
education. However, I believe it is imperative that we consider other options as the number of fluent 
speakers are falling.  
 
My goal is to make te reo Māori a strong community language where you are able to use te reo 
Māori in everyday life. Therefore, it is my belief that we need to encourage non-Māori to be equally 
passionate about our national language. There are 131 students at Rutherford College learning te reo 
Māori this year. 34 of those students are non-Māori. My current non-Māori students learning te reo 
Māori at Rutherford College are positive role-models for their specific communities as they have 
taken on the responsibility of positively reinforcing our precious taonga.  
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My whānau are not te reo Māori speakers. The generation of my grandparents were heavily 
discouraged from learning te reo Māori. Hence, it is a key responsibility of not only mine but for all to 
revive and restore te reo Māori within my whānau, marae, hapū and iwi.  
 
Secondly, being an informed, highly skilled and qualified educator will enable me to share this 
knowledge to my colleagues on the importance of te reo Māori for everyone.  The need for further 
study will enable me to enquire about: 
 
• Strengthening and growing te reo Māori in education  
• Supports Māori language intergenerational transmission and language survival 
• Incorporating innovation in Teaching 
 
There are relatively few Māori who achieve at master’s and Doctoral level.  My education goal is to 
write research that is beneficial to the renaissance of the Māori language and will be of great use to 
not only Māori language teachers but for all teachers. Therefore, studying is a necessity and a 
double-edged sword.  On the one hand it is excruciatingly painful and challenging.  On the other, it is 
extremely rewarding and life changing.  
 
I hope you look favourably on my application, as I know your support will not only benefit me, but 
future generations of Māori language learners.  
 
Mauriora 
William Flavell  
